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Abstract
The purpose of this descriptive, exploratory, dual case study was to understand the ways
in which two successful novice middle school mathematics teachers serving as first-year
c ab a i g eache (CT ) f

e e ice eache (PST ) f

he a e G

Y

O

(GYO) educator preparation program (EPP) where they received their initial preparation
c ce

a i ed a d e ac ed hei CT

e . The CT

e cei ed i

ac

f bei g a

i f he

same middle school mathematics EPP as their PSTs was also explored. Analysis of interview,
b e ai ,a dd c

e da a c ec ed h

gh

he PST i i ia field experience and the

CT fi -ever mentoring experience resulted in several key assertions including: (1) both
participants conceptualized their CT roles in the same four broad ways: (a) as creators of a
comfortable learning environment, (b) as providers of appropriate supports, (c) as facilitators of
teaching experiences, and (d) as developers of professional expertise; (2) both participants had
specific ways of enacting each of their conceptualizations of their CT roles; (3) differences in
contextual factors, teaching styles, and personal characteristics led the participants to enact their
roles in different ways even though their conceptualizations of the CT role were similar; (4) both
participants perceived being alumni of the same EPP as their PSTs improved their functioning in
their CT roles and this led to an overall enhanced field experience for the PSTs. The assertions
are discussed in relation to the theoretical frameworks and existing literature. Implications and
recommendations for EPPs are discussed and suggestions are made for future research.

x

Chapter 1: Introduction
I 2010, he Na i a C

ci f

he Acc edi a i

f Teache Ed ca i

(NCATE)

Blue Ribbon Panel recommended a complete restructuring of educator preparation programs
(EPP ). The Pa e

ed e

c

i g i c ded

ai adj

e

. Fi , eache

education must be redesigned so that clinical practice is at the core of EPPs. Second, universitybased EPPs must form strong partnerships with local schools and work in collaboration
throughout the teacher preparation process. In 2013, the Council for the Accreditation of
Educator Preparation (CAEP) released new standards university-based EPPs must adhere to in
order to obtain accreditation. One of the standards focuses on clinical partnerships and practice
and requires that universities support and retain high-quality school-based clinical educators, or
collaborating teachers (CTs). In 2018, the American Association of Colleges for Teacher
Ed ca i

(AACTE) C i ica P ac ice C

i i

(CPC) ei e a ed he Pa e

ca

organize teacher preparation around clinical practice. This national push for clinical preparation
has led to a need for a reconsideration of the role that CTs play in teacher education.
Although the importance of the CT role is well recognized and preservice teachers
(PSTs) consider field experiences the most valuable component of their preparation, currently,
the role of the CT is not clearly defined (Clarke, Triggs, & Nielsen, 2014). While there have
been some studies that have included a few middle level mathematics teachers as participants
(e.g., Russell & Russell, 2011), I was unable to find any studies that exclusively focused on
understanding the role of the CT in middle school mathematics classrooms. Through this
research, I interviewed and observed two successful novice middle school mathematics teachers

1

who were serving as first-time CTs for the same EPP where they received their initial teacher
preparation. I report on the ways they conceptualized and enacted their CT roles. My own
experience made me uniquely qualified to embark upon this research. At one point in my
teaching career, I was in the same position of being a first-time CT for a PST from my alma
mater. As I interacted with these two teachers during their first experience as CTs, I became a
part of their stories, and they became part of mine. I firmly believed I could not separate myself
from the research, nor did I want to. I brought to this research my knowledge and experiences
that I shared with these teachers as they took the next step in their professional journeys. I
accompanied them on their journeys as I followed them in their transition from successful novice
teachers to CTs. I attempted to be a source of support for them as they made this transition, to
celebrate their successes, and help troubleshoot their challenges. Together, we created coconstructed meanings of the roles of CTs in PST preparation. In Appendix F, I share the story of
my own professional journey to illustrate the path that influenced me to purse this research and
how I am intimately embedded within it.
Problem Statement
Being an effective classroom teacher is necessary (Clarke et al., 2014; Ronfeldt,
Brockman, & Campbell, 2018), but not sufficient for being an effective CT (Ambrosetti, 2014;
Jaspers, Meijer, Prins, & Wubbels, 2014). To effectively enact their roles, CTs need ongoing
support from EPPs (Stanulis et al., 2018; White, Dickerson, & Weston, 2015). This is especially
true for new CTs (Killian & Wilkins, 2009). While some studies have included instructionally
effective CTs (e.g., Ronfeldt et al., 2018), novice CTs (e.g., Jaspers et al., 2014), and/or
inexperienced CTs (e.g., Killian & Wilkins, 2009) as participants, there is scant literature on how
successful novice teachers who are also new CTs conceptualize and enact their roles. There is

2

also scant literature on CTs who are mentoring PSTs during early field experiences. For a
noteworthy exception see Gut, Beam, Henning, a d C ch a

(2014)

d . G

a d c eag e

explored the differences among CTs mentoring PSTs during their early field experiences, final
field experience (student teaching/internship), or during induction (first years of teaching). In
addition, there is limited literature on CTs who are alumni of the same EPPs as their PSTs. For a
e

h e ce i , ee Rag a d (2017)

d . Rag a d

a ici a

e e CT

h

mentored PSTs from their alma mater and stated her research was unique in focusing on this
population. Later, R. G. Ragland (personal communication, January 20, 2019) explained
although she knew anecdotally of several EPPs who use program alumni as CTs, she was
unaware of any recent literature published on this population. This dissertation contributes to
filling these gaps in the literature. The context of this study presented a unique opportunity to
observe and interact with successful novice teachers who were new CTs, who were mentoring
PSTs during early field experiences, and were also alumni of the same EPP as their PSTs.
Purpose of the Study and A Priori Questions
The guiding purpose of this research was to understand the ways in which successful
novice middle level mathematics teachers serving as first-year CTs for PSTs from the same EPP
where they received their initial preparation conceptualize and enact their CT roles. This EPP
was clinically- ich acc di g

De i a d c eag e

(2017) c a ifica i

e i

ha i

included increasingly-intensive field components closely connected to the university coursework
for the duration of the four-semester program. Additionally, this EPP was specialized in that it
included fieldwork and coursework focused on preparing PSTs specifically to teach young
adolescents in middle school mathematics classrooms. Specifically, I sought to answer the
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following A Priori questions, or questions that are conceived to guide the inquiry before any data
is collected:
1. In what ways do two successful novice middle school mathematics teachers who serve as
first-year CTs for the same EPP where they received their initial teacher preparation
conceptualize CT roles?
2. I

ha

a

d

he e eache

c ce

ai ai

f CT

e a ig

i h hei

enactments of the roles?
3. In what ways do these teachers perceive being alumni of the same EPP as their PSTs
impacts the field experience for themselves and their PSTs?
Significance of Study
Now, perhaps more than ever, classroom teachers are being recognized as necessary
contributors to teacher preparation. In the past 10 years, there have been multiple national calls
to organize EPPs around clinical practice, and these calls have included declarations to form
strong school-university partnerships (e.g., AACTE CPC, 2018; NCATE, 2010). The most
recent standards for accreditation (CAEP, 2013) require all university-based EPPs to include
clinical practice under the supervision of high-quality school-based mentors or CTs. Successful
clinical preparation is only possible with the involvement of CTs who are willing to host PSTs in
their classrooms, to serve as mentors to them, and to act as active participants in their growth and
development (AACTE CPC, 2018). In particular, the Association of Mathematics Teacher
Ed ca

(AMTE) 2017 a da d f

a he a ic eache

e aai

ca f

he ac i e

involvement of highly-qualified mathematics CTs in clinical field experiences. Because CTs are
vital to effective clinical preparation, there is a need to reconsider the roles that CTs play in the
education of PSTs.

4

Recently, EPPs across the nation have experienced steep declines in enrollment. The
current number of undergraduate education degrees awarded annually is less than half of what it
was forty years ago (AACTE, 2018). Of those teachers that do earn their teaching degrees, some
never enter the profession at all, and many more leave the profession within four years of
completing their EPP (AACTE, 2018). Further, PSTs are not choosing to major in high-need
areas such as mathematics leading to teacher shortages in these areas (AACTE, 2018). The
percentage of public secondary schools reporting difficulties staffing vacant teaching positions
has been consistently higher for mathematics than almost any other subject area (Malkus, Hoyer,
& Sparks, 2015). In addition, almost one out of seven beginning mathematics teachers leave the
profession after their first years of teaching (Ingersoll, Merrill, & May, 2014). Ingersoll and
colleagues found that new teachers who had a semester or more of clinical practice during their
preparation were three times less likely to leave the profession than those whose preparation
consisted of less than a semester of clinical practice. This finding was even more exaggerated
for mathematics teachers. Colleges and universities are working to address these problems
through increased attention to clinical practices that require PSTs to demonstrate key teaching
skills (AACTE, 2018).
As colleges and universities work to include strong clinical practices in EPPs, current
CTs may need retraining for their role, and new CTs may be stepping into the CT role for the
very first time. In order to effectively support these newly appointed CTs during their transition
from teacher to teacher educator, university-based EPPs have to identify the needs of the CTs.
Determining the needs requires gaining an understanding of how novice CTs conceptualize and
enact thei

e . Whi e he e i

a c ea e a i

hi be

ee CT

ea

f eachi g

experience and their abilities to be good mentors (Killian & Wilkins, 2009), there is a connection
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be

ee CT i

c i a effec i e e a d e

i g effec i e e (R

feldt, Brockman, &

Campbell, 2018). Accordingly, EPPs should select novices with proven track records of success.
Hence, there is a need to understand how existing successful novice teachers who have recently
gained appointment as CTs are conceptualizing and enacting their roles. This dissertation adds
to the extant research literature by specifically focusing on first-year CTs. Understanding how
first-year CTs conceptualize and enact their roles will help universities to determine what kinds
of training and levels of support are needed to ensure novice CTs are ready and able to mentor
PSTs effectively. This study will also inform the literature on using program alumni as CTs, the
role of CTs mentoring during early field experiences, and the role of mid dle school mathematics
CTs in teacher preparation.
Research Design Overview
In order to address the A Priori questions, I employed a qualitative descriptive,
exploratory, dual case study design (Yin, 2018). The case study design is fitting because the
desired outcome of the research was to gain a rich understanding (Simons, 2009; Stake, 1995) of
he idd e ch
a

e he fi

a he a ic CT c ce
e i

ab

ai ai

he CT c ce

ai ai

a d e ac
f hei

e

f hei

e. T

e , I conducted multiple

in-depth, semi-structured interviews with the CTs throughout the semester-long field experience
during which they worked with their PST mentees. I also interviewed the CTs to answer the
third question about their perceived impact of being alumni on the field experience. To answer
he ec d

e i

ab

he CT e ac

e

f hei

e , I c d c ed

i e be ai

of the co-teaching and coaching interactions between the CTs and their PST mentees.
Additionally, I collected documents of any written feedback the CTs provided to the PSTs as
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these were part of their enactment of their roles. Further, the semi-structured interviews allowed
me to ask clarifying questions about the co-teaching and coaching interactions I observed.
Theoretical Underpinnings
Throughout the data collection and analysis phases of this research process, I relied on
Jac

a d Ma ei (2012)

i

f hi i g

i h he

. Thi c ce

i

e

i g he

ideas of existing theories to find new meaning in textual data. I employed this technique with
e e a he e ica f a e
c eag e

(2015) I e ac i

, i c di g B
,a d P

e a d C e ca (2012) C
c

ce i

, H ff a a d

a i Te e . See Figure 1. (The arrows at the

top of the figure symbolize that conceptualization and enactment are not totally separate
processes, but rather mutually influence one another).
Conceptualization
How do the CTs understand their roles?
(Which of these labels do they value and
prioritize? Which are excluded from their
understanding?)

Enactment
How do the CTs perform their roles during
interactions with PSTs?

Adapted from Hoffman et al. (2015)
What is the nature of the relationship
B e & C e ca (2012) C ce i
between the CT and PST?
Instructional Coach
Does the CT support or challenge the PST?
Emotional Support System
When and how often?
Socializing Agent
What types of feedback does the CT provide
to the PST? When and how often?
D he CT i e ac i
i h he PST mirror
the practices the CT uses with his/her
students? In what ways?
Do the interactions lead the CT to reexamine
his/her own beliefs and practices? How so?
Poststructuralist Tenets
What poststructuralist tenets can I use to guide my thinking about the data? Are there other
theories I can apply to help me make meaning from the text?
Jac

a d Ma ei (2012) Thi i g
De ida Dec
ci
F ca
P e /K
edge
De e e De i e
B e Pe f
ai i
Figure 1. Understanding the CT role.
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Butler and Cuenca (2012) describe three conceptions of the CT role based on their review
of the literature and their belief that mentoring is a socially-constructed process. Hoffman and
c eag e (2015) c d c ed a c

ehe i e i e a

a d de c ibed f

e e e
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CT

interactions with PSTs
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(Jackson & Mazzei, 2012). Below I provide an overview of poststructuralism and how I applied
these four tenets in my data collection and analysis.
Brief historical overview of poststructuralism and some of its key figures. The
predominant philosophical school of thought in France in the 1960s was structuralism.
Structuralists described the world using formal structures and believed that through systems of
logic and scientific reasoning, they could understand these structures. Structuralists saw people
a bei g c

c ed h

gh e

a

a e , e ce i

s, and networks. Poststructuralism

arose as a direct challenge to the structuralist way of thinking. poststructuralists began to
question the meaning of language, texts, and even the nature of truth. Poststructuralists started to
look at words as having multiple meanings that could change depending on the time, place, and
person reading them. The meanings could even change moment to moment for one individual.
Similarly, the poststructuralists started to look at truth as not just one unitary objective reality,
but rather as ever-changing and multifaceted. The idea that truths are constructed not only by
individuals but also by institutions, history, and cultures implies that these truths can be
deconstructed and changed to reveal a new view of reality (Grbich, 2013). For example, teachers
and researchers often measure mathematics students success in terms of test scores. This
measurement is promoted by the discourse in the field of mathematics education that frequently
uses test scores as an operational definition of success. However, different measures, such as

8

getting enjoyment out of solving mathematics problems or being excited about applying
mathematics to explore personally relevant issues, are also possible definitions of success
(Guti rrez, 2013).
The poststructuralists rejected the existence of a structure that is stable. They believed
there was no single explanation for the creation of the universe or how it works. The search for
truth is infinite, and our understanding of truth is ever evolving. It is impossible ever to
de a d

fi d a

f he

h. Thi c ce

i e a ed

he

fK

G de . G de

incompleteness theorem, published in 1931, proved that for any axiomatic system in
mathematics, truths always exist that are unprovable by the system. By extension, this would
seem to indicate that any scientific system is also incomplete in terms of its ability to be able to
distinguish all truths in the universe. So, the poststructuralist position has mathematical support
i i f

da i , a h

gh i i

c ea

he he

G de

a c

ide ed c

ci

by the originators of the movement (Bates, 2005). In mathematics classrooms, many teachers
may reject student contributions because they are not consistent with the currently taught
e

. H

e e ,i
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f G de

he e , a be e a
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igh be

c

ide he

possible use of divergent thoughts in creating new mathematical systems that could advance our
knowledge beyond the current curriculum. This notion is consistent with some of the recent
literature in mathematics education advocating for equity and social justice (e.g., Turner et al.,
2012).
The

c

ai

did ec g i e ha a g age

a h

a i

i

a

ea

of communication and also that current discourses placed structure and limits on thinking,
reading, and writing. Further, the poststructuralists were keenly aware that discourses in a
society often reflect the values that powerful people want others to have. The so-called
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just an appearance created by frequent use. However, other truths can emerge (Grbich, 2013).
For instance, for a long time in the field of mathematics education, there were discourses around
the idea that boys were biologically better at mathematics than girls. When the dominant
discourse was that boys are superior to girls in their mathematical abilities, teachers were
influenced by this and treated their male and female mathematics students differently. This
treatment led to perpetuating the same discourse even though girls have the potential to achieve
as well as or better than boys in mathematics.
One key idea of poststructuralism is deconstruction, which was first discussed by Jacques
Derrida in 1967 in his pivotal book entitled Of Grammatology. Another widely-recognized
c

a i , Ga a i Cha a

S i a ,c

e ed a h

gh a

ai

f De ida

work into English that was published in 1976, making the ideas of poststructuralism more
globally accessible. Deconstruction is a way of breaking down concepts into smaller ideas and is
related to the poststructuralist notion that there are always multiple meanings to a given text.
W d ca
essentia

be defi ed
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Deconstructing a text may help the reader to understand some of the hidden meanings (Jackson
& Mazzei, 2012).
Another main poststructuralist thinker was the French philosopher Michel Foucault.
F

ca

ade

ch a

aj

c

ib i
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efe
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ai

a

Foucauldian theory (Mohammed, Peter, Gastaldo, & Howell, 2015). Foucault was interested in
the concept of discourse. He viewed discourse as a complex system of processes involving
multiple people and organizations that together create knowledge, meaning, and ways of relating
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to a topic that impacts pe
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another key concept in which Foucault was interested, the concept of power/knowledge. The
fact that he combined these two words to create one conjoined term shows that the separate terms
power and knowledge are intimately intertwined (Jackson & Mazzei, 2012). So, knowing can
enhance power because one who knows more things has the power to do more things and to do
them effectively. On the other hand, having power enables one to have more control over the
discourse and hence a certain amount of control over the created knowledge. Together, the
concepts of discourse and power/knowledge led to the development of a philosophy that is
concerned with politics, social justice, and pragmatic issues (Mohammed et al., 2015).
A third influential French philosophical figure in the poststructuralist movement was
Gilles Deleuze. One of the concepts that Deleuze was interested in was desire. Deleuze viewed
desire not as an object but as a force. He connected desire with the concept of becoming. Desire
for Deleuze included a combination of forces that tie a person to other people, places, and things.
People do not really possess desire as an internal characteristic, but rather are mediums for
desires that flow through them (Colebrook, 2002). So, for example, the desire to learn a
a he a ica c ce

i

e hi g ha e i

i ide a

de

i d. Ra he , he de i e i a

life force bringing the student together with mathematical activities in the present and leading
ad
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One of the few American, female, and still-living philosophers well-known for being part
f he
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e e
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as her thoughts

about identity and the concept of performativity. Butler views aspects of our identity
traditionally thought of as being fixed as instead more fluid and malleable. The different things
we think of ourselves as being, such as man, woman, teacher, or student, are not really what we
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created through discourse. We are actors who perform roles that have been cast upon us by
societal norms and expecta i
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area of power/knowledge (Jackson & Mazzei, 2012). In the context of education, teachers may
conceptualize and enact their roles based on expectations of parents, administrators, or the
outside community. This conceptualization may or may not lead to the best enactment of their
roles in terms of what is most helpful to the students.
Applying poststructuralist tenets to my research. As a true poststructuralist approach
would not prescribe a specific research methodology or set of procedural steps to analyze data, I
did not attempt to apply poststructuralist tenets in that way in my research. Instead, I used
Jac

a d Ma ei (2012)

i

f hi i g

i h he

. Bef e I bega my data analysis,

I reviewed the tenets of deconstruction, power/knowledge, desire, and performativity and
allowed these to guide me as I started to review the data record and search for meaning in the
text. I also thought with other theories that emerged from the review of the literature or stemmed
from the text itself. In the spirit of poststructuralism, I did not have a preconceived idea of how I
would apply those ideas. Rather, I allowed myself spontaneity and creativity in interacting with
the data. In the subsections below, I briefly discuss the tenets that were useful in informing how
I related to the data.
Thi ki g i h De ida

dec

ci

. Burman and MacLure (2005) make a few

suggestions about how deconstruction could be useful in research. However, they caution that
Derrida did not intend for this tenet to be a research method. Derrida would have wanted to
avoid advanced planning or codified procedures as these are counter to the spirit of
deconstruction. Rather, deconstruction should be a creative process that emerges from the
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interaction between the deconstructor and the text itself, with each situation being new, fresh,
and unique. That said, Burman and MacClure offer three ways for doing deconstruction as part
of data analysis. The first way involves having a certain view of the world in which you realize
that you cannot understand directly what people or places are. Schools, classrooms, students,
teachers, researchers, and so on may actually be something else. A teacher could actually be a
student. A student could actually be a teacher. The key here is for researchers to avoid thinking
they know all the meanings of what is said in the data as any single word or phrase could have
infinite meanings. It seems evident that the researcher also has to be careful not to consider too
many possible meanings, or the data could become meaningless (Grbich, 2013). The second
way to use deconstruction in data analysis Burman and MacLure discuss is looking for binary
oppositions. View the data to see what the participants are saying, also consider the binary
opposition of what they are saying, and consider multiple meanings of both. If CTs say they feel
that they are successful in mentoring, think about the idea of them being unsuccessful in some
ways. Also, consider the meaning of the word success. What is success? What is a lack of
cce ? B

a a d Mac

e

hi d

gge i

i

cha e ge he a e -for-g a ed ( .

286); which may involve analyzing the data not only for what is said but also for what is not
said. What is absent from the data could hold just as much or more meaning than what is present
in the data. For instance, if CTs make statements suggesting their PSTs are not dedicated to the
profession because they are always turning in their lesson plans late, we need to be critical of this
a

i . C

d i be ha he e a e

ide e

ibi i ie

ha a e affec i g he PST

abilities to complete the plans on time successfully? Could it be that the PSTs are too dedicated
and exhausted from the constant seeking of perfection? Or, could it be that the PSTs need more
support from their CTs in lesson planning and do not feel comfortable enough to approach their
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CTs for help? These questions are, of course, just a small set of potential lines of inquiry that
could allow more meaning to emerge from the data.
Thi ki g i h F

ca
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edge. Foucault had similar beliefs to Derrida in

terms of how he wanted his ideas used. He warned researchers not to consider his approaches as
e c i i e,
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that researchers adapt his approaches to align with their specific research purposes (Jackson &
Ma ei, 2012, . 49). F
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behaviors as possibly being part of a struggle or resistance to being subjugated by others. At
times, the participants involved may not be conscious of how specific elements of knowledge
and power are related. Hence, it is the responsibility of the researcher to be mindful of how
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in an objective sense but rather ways of perpetuating existing power relationships.
Further, the researcher needs to consider various power structures that influence the
participants. These influences could come in the form of personal or professional relationships
or cultural practices (Ball, 2013). In the example of my research with CTs and PSTs, there was
an obvious power relationship to be considered. The CTs were supervising the PSTs and took
part in evaluating their teaching performance. At the same time, there were mechanisms by
hich he PST e a a ed he CT

e

i g ef

a ce. S , he CT-PST relationship was

complex and multifaceted, including elements of power that each hold over the other. However,
beyond this, powers were exerted upon both the CTs and PSTs by students, parents,
administrators, colleagues, university faculty, and more. There was also the potential for a
dysfunctional power struggle between the CTs and USs in terms of how to best guide the PSTs
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(e.g., Bullough & Draper, 2004). In addition to powers exerted on the CTs and PSTs, power was
exerted on the students by the broader society through mandated curricula of the schools and
universities, the distribution of educational resources, high-stakes testing, and more. The CTs
and PSTs were the instruments for applying this power, and the same societal pressures were
simultaneously placed upon them. I needed to keep all of these complex power structures, as
well as others that arose upon review of the text, in mind as I created meaning from the data.
Thi ki g i h De e e de i e. De e e c ce

f de i e ead

hi

ab

various forces that impinge upon individuals, motivating them to move in certain directions. The
idea here is to not think just about the individual, but rather think about the individual in relation
to other people and things. In doing so, we must consider what is actually happening. In other
words, we must look at how the individual is acting and acted upon in a process that leads
towards a certain outcome. This outcome will be beneficial to someone. We need to figure out
how the outcome is created and who will benefit (Colebrook, 2002). In the context of my
research involving CTs and PSTs, we know that the PSTs were making the transition from
students to teachers, and the CTs were making the transition from teachers to teacher educators.
The CTs and PSTs were both intimately related to their students in the process of becoming. I
kept this context in mind and paid special attenti

he

ce e

f he CT a d PST

development when analyzing the data. I was interested in what kind of teachers and teacher
educators they were becoming, and I was interested in who would benefit from these kinds of
teachers and teacher educators. What would their impact be on their future students? How
would that impact affect the lives of their students and society in general? Additional desires
that appeared in the data called for this same type of exploration.
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Thi ki g i h B

e

e f mativity. Butler (1999) embraces the true spirit of

poststructuralism by acknowledging that our understandings of her concept of performativity are
continually evolving as it is discussed by and applied by other scholars. She states:
It is difficult to say precisely what performativity is not only because my own views on
ha
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excellent criticisms, but because so many others have taken it up and given it their own
formulations. (Butler, 1999, p. xiv)
Butler developed the concept of performativity in large part in the context of gender identity.
She argued that the terms male and female do not really refer to who a person is but rather reflect
g i g

ef
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i ent with a set of societal norms. We are all actors, and

society dictates what parts we play (Moon, 2016). The concept of performativity has a broader
application to all of the diverse roles people take on in society, including that of a CT, PST,
student, and researcher. When I read my data, I was interested in the various ways the
participants involved performed their roles. I asked myself to what extent they performed their
roles in conformity to societal and cultural norms. I also considered the ways they perform their
roles uniquely or creatively. I looked for any signs that the participants were conscious of the
relationship between their enactments of their roles and societal expectations.
By including poststructuralist tenets in my consciousness during my reading of the text, I
interpreted my data in a multiplicity of ways from the perspective of the multiplicity of
stakeholders affected by the research. This approach made me more aware of my creativity and
enabled me to see the data in unexpected ways. It also made me more aware of ways in which
my research connected to pressing societal issues, including social justice, equity, and the future
of our educational system.
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Definitions of Key Terms and Frequently-Used Abbreviations
In 2005 in his proposed research agenda for teacher education, Kenneth Zeichner
ec

e ded he de e
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defi i i [ ] f e

( . 740).

Over a decade later, in 2018, the AACTE CPC again advocated for the establishment of a shared
language in the field. Although all teacher education researchers may never fully unite around a
common lexicon, we must offer explicit definitions for the terms used as these may be applied
differently in different contexts. For the purposes of this dissertation, I defined the key terms as
follows:
Educator preparation program (EPP): university-based education program designed to
prepare teacher candidates to become certified classroom teachers (AACTE CPC, 2018)
G

Y

O

(GYO)

g a : education program designed to prepare teachers

who will help to alleviate teacher shortages in the community where the program is
located (adapted from Valenzuela, 2017)
Preservice teacher(s) (PST or PSTs): teacher candidates enrolled in an EPP (AACTE
CPC, 2018)
Teacher preparation: the education that PSTs receive before they start their teaching
careers (Feiman-Nemser, 2001)
Teacher educator: anyone who is responsible in some capacity for the education of PSTs
or inservice teachers; can be university- or school-based, from the district, or from
outside agencies (ATE, 2019)
Collaborating teacher(s) (CT or CTs): school-based teacher educators who host and
mentor PSTs during field experiences (Reinhardt, 2017)
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Novice teacher: a teacher who has been teaching for less than five years (Kim & Roth,
2011)
Successful teacher: a teacher who meets all of the criteria for becoming a CT as outlined
by the EPP
CT role: all of the ways in which CTs participate in the preparation of PSTs
Conceptualization of CT role: how CTs understand the CT role in theory
Enactment of CT role: how CTs perform the CT role in practice
University supervisor(s) (US or USs): university-based teacher educators who supervise
PSTs during field experiences (adapted from Burns, Jacobs, & Yendol-Hoppey, 2016)
Chapter Summary
In this introductory chapter, I discussed the problem statement, the significance of the
study, the purpose and A Priori questions. I also provided an overview of the research design
and the theoretical underpinnings that framed my data collection and analysis processes. Finally,
I defined the terms and abbreviations that I use throughout the dissertation.
Outline of Dissertation
I organize the remainder of this dissertation into six additional chapters and appendices.
In the second chapter, I provide an extensive review of the literature. In the third chapter, I detail
the methods including the paradigm that guided the research, the procedures for case selection,
the data collection methods, the data analysis techniques, a researcher reflexivity statement, the
criteria used to establish quality, and ethical considerations. In the fourth and fifth chapters, I
illuminate the
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vignettes accompanied by key quotes and thick, rich description. In these two chapters, I also
present the themes that emerge from individual perspectives. In the sixth chapter, I highlight the
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discoveries from the cross-case analysis and reveal the themes that developed from multiple
perspectives. In the seventh and final chapter, I discuss the assertions of the study, implications
and recommendations, suggestions for future research, and concluding remarks. Additionally, I
include appendices containing copies of the internal review board approval from both the partner
school district and the university, the informed consent forms, observation, interview, and
document protocols, and the story of my journey to becoming a teacher and teacher educator.
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Chapter 2: Review of the Literature
I begin this review with a brief description of the national push for clinical practice in
EPPs. In the next section, I review literature on the history and development of a simultaneous
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. In the next three sections, I briefly

describe the current standards for clinical practice in middle school EPPs, mathematics EPPs,
and middle school mathematics EPPs. I then delve into the main focus of this chapter, an
exploration into the literature on the role of the CT in teacher preparation, including the various
ways in which CTs conceptualize and enact their roles. I continue the review with a discussion
of the literature on the characteristics of effective CTs. Finally, I examine the literature on how
CTs make the transition from teacher to teacher educator, including the ways in which they
balance the dual roles of teacher and mentor.
The National Push for Clinical Practice in Educator Preparation Programs
In 2013, the National Council for Accreditation of Teacher Education (NCATE) and the
Teacher Education Accreditation Council (TEAC) combined to form the Council for the
Accreditation of Educator Preparation (CAEP). CAEP became the sole accrediting body for
EPPs in the United States and released new standards required for accred itation (Whitford &
Vi

e, 2014). The a da d a e di ided i
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Blue Ribbon Panel Report, the second CAEP standard emphasizes the importance of clinical
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practice in teacher preparation. The c i ica
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EPPs: (1) establish strong partnerships with PK-12 schools, (2) work with their school partners
to select, develop, and retain high-quality school-based clinical educators (CTs), and (3) provide
immersive and ongoing clinical field experiences that are integrated with coursework for all
PST (CAEP, 2013). I 2018, he A e ica A

cia i
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(AACTE) Clinical Practice Commission (CPC) published a report intended to follow up and
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objectives was to energize teacher education researchers and practitioners to advocate for making
clinical practice an even more central aspect of teacher preparation. Darling-Hammond (2014)
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The Gro Yo r O n Mo ement
In addition to the movement to elevate clinical practice in teacher preparation, there is a
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designed to increase the number of high-quality teachers entering the workforce particularly in
underserved areas. One of the earliest GYO programs implemented was in California in the
1970s. In 1974, teacher educators at California State University Sacramento established a
Bilingual Center later renamed the Multicultural/Multilingual (M/M) Center. Capitalizing on
Civil Rights legislation, this Center initiated a series of projects to help recruit and retain
migrant, Chicana, and other bilingual students for undergraduate and graduate EPPs (Wong et
al., 2007). Wong and colleagues (2007) consider one of these projects to be highly successful in
that the program recruited more than 25 Mexican-American graduate students within a single
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year when the entire California State University system only had 30 graduate students from that
population. Currently, the M/M Center continues to function and has become a model for a
national organization called the National Latino/a Education Research and Policy project
(Valenzuela, 2017).
Warren (2005) traced the more recent history of the GYO model of induction into the
teaching profession. The roots of the GYO model are grounded in the low-income Logan Square
neighborhood in Chicago, Illinois, that has been home to many Latino/a immigrants since the
1960s. In the mid-1990s, the Logan Square Neighborhood Association (LSNA) started a
program in which parents worked in the local schools assisting teachers in the classroom. The
majority of these parents were Latina mothers, many of whom eventually grew interested in
becoming teachers themselves. In 2000 LSNA a ched N e a Ge e aci

Ne

Generation, a grant-funded initiative that allowed these parents to attend classes offered in
partnership with Chicago State University and delivered right in their own community. Through
Nueva Generacion, parents were able to earn their teaching degrees without any out-of-pocket
expenses and secure teaching positions in Logan Square neighborhood schools. Within a few
years of its inception, Nueva Generacion became a prototype for other programs aimed at
preparing neighborhood residents as teachers in other parts of Chicago (Skinner, 2005; Warren,
2005).
In 2004, the Illinois state legislature passed a bill to develop a pipeline of GYO teachers
to staff schools or positions that had previously been hard to fill. In order to be eligible for state
funding, a community-based organization and a college of education had to be equal partners in
GYO teacher preparation (Skinner, 2010). By 2009, the GYO movement had spread throughout
the state of Illinois. Community organizations, universities, and school districts established
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partnerships and shared in the preparation of around 600 prospective teachers. The chief goal of
GYO was to recruit and train teachers who would remain in their high-needs neighborhood
schools. Further, GYO sought to ensure equitable opportunities for low-income students of color
by preparing teachers with awareness and a personal understanding of the social and cultural
contexts within which they resided (Madda & Schulz, 2009).
At various times, several other GYO programs sprang up in other parts of the country,
although the details of how they were constructed diverged (Valenzuela, 2017). For example,
Swanson (2011) describes GYO programs in Georgia where high school students interested in
teaching are offered scholarships as an incentive to teach in hard -to-staff rural and suburban
schools. To retain these new teachers after certification, additional incentives offered include
increased salaries. This idea of attracting high school students to GYO programs is nothing new.
For instance, in South Carolina, a Teacher Cadet Program was formed in the 1980s to attract
diverse high school students to teaching careers. However, there is limited empirical research
exploring the nature of or investigating the outcomes of this program (Lac, 2019).
Goings, Brandehoff, and Bianco (2018) describe a GYO program called
Pathways2Teaching that started in 2010 as a partnership involving Denver Public Schools and
the University of Colorado. Initially, there was one course offered at a local urban high school.
The focus of the course was on helping students of color to view education as a means towards
addressing the inequities and working for social justice within their own communities.
Gradually, the program spread to six different school districts throughout Colorado and included
a satellite program in Nashville, Tennessee. Over 90% of those who participated in
Pathways2Teaching were students of color. By 2017, Pathways2Teaching included three
college-credit courses in a certificate program that enabled students to work as paraprofessionals
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in their school districts after high school (Goings, Brandehoff, & Bianco, 2018). According to
Bianco and Marin-Paris (2019), in the decade since Pathways2Teaching was established, it has
begun to serve as a model for other high school GYO programs across the nation. In addition to
Colorado and Tennessee, the program has now branched out to Minnesota, New York, North
Carolina, and New Jersey. One important aspect of this program is that it has an open
admissions policy, allowing any high school student with the desire to teach (regardless of GPA
or other qualifying factors) to have the opportunity to participate.
Villagómez, Easton-Brooks, Gomez, Lubbes, and Johnson (2016) describe a GYO
program in Oregon that was inspired by Pathways2Teaching. The Oregon Teacher Pathway
program is housed in Eastern Oregon University. The purpose of the program is to recruit more
teachers of color to work in the eastern rural part of the state. An interesting aspect of the
program is that one of its goals is to raise awareness in the community at large about the
importance of having more teachers of color working in rural areas. The program recruits local
high school students and supports them with mentorship during high school and also later on
during college with the goal of having them teach in their home communities after graduation.
In the last few years, the GYO concept has continued to inspire the creation of an even
wider variety of programs in additional locations. Kamler and Goubeaud (2018) discuss a GYO
program created in Long Island, New York. The program intended to reduce the shortage of
STEM teachers in high needs schools through the recruitment of high school students who
excelled in mathematics and science. Participating students could earn up to 30 college credits.
Many of the students were from low-income families and were first-generation college students.
The program sought to help them make a smooth transition from high school to college and from
college to teaching in their home school districts.
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Okezie (2018) writes about another GYO program, called Griot, that is designed to
encourage African American males to become teachers. Griot is different from other GYO
programs in that it focuses on recruiting accomplished adults who seek to pursue a second career
in teaching. These adults have college degrees and experience in a variety of fields outside of
education, such as engineering and law enforcement. In collaboration with Detroit Public
Schools, Marygrove College founded Griot in the late 1990s to increase the number of qualified
African American male teachers. Griot sought to prepare teachers who would help students not
only academically but also emotionally and spiritually (Okezie, 2018).
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representatives from Minnesota schools, universities, and community organizations. These
representatives came together to work towards five common goals. The first goal was to recruit
teachers from different populations, including diverse adolescents, adults already working as
paraprofessionals in the schools, and adults with other careers. Second, the coalition intended to
provide support for helping these individuals gain entry into and remain in the teaching
profession. The third aim was to get rid of teacher certification examinations that discriminate
against American Indian teachers and teachers of color. The fourth shared purpose was to
remove the financial burden associated with all phases of pursuing and continuing a teaching
career. The coalition sought to provide financial support in the form of scholarships, stipends,
and loan forgiveness. Finally, the overarching goal of the coalition was to transform the climate,
culture, and curriculum of PK-12 schools and colleges and universities. For the last few years,
the coalition has been working to obtain legislative support for their entire agenda. They have
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reported some successes, including the creation of a few GYO programs and continue to work to
enact their vision for Minnesota education (Burnett, Espinosa, & Spies, 2019).
Coffey, Putman, Handler, and Leach (2019) describe a GYO program that seeks to draw
students of color to the teaching profession at a young age. The program recruits eighth graders
and places them in high school classes held at the Cato College of Education, which is part of the
University of North Carolina in Charlotte. Participation in these classes is a strong motivator for
many of these students to pursue teaching careers. The students often end up teaching in their
own neighborhood schools that tend to reside in high-poverty areas.
Garcia, Manuel, and Buly (2019) explain how Washington state is creating GYO
programs aimed at increasing the number of bilingual educators to teach the large English learner
student population. These GYO programs involve alternative routes into teaching that allow new
teachers to come from a diversity of sources. There are four different routes

one for people

already working as paraprofessionals, another route for other paraprofessionals who already hold
a masters degree, a third route for people who are subject-matter experts in high-needs teaching
areas, and a final route for people who are already teaching but with conditional certificates.
Another GYO program Garcia and colleagues mention is a traditional route program that recruits
high school students who are bilingual. All of these programs are intended to relieve teaching
shortages and are funded through the state legislature and grants.
Gist, Bianco, and Lynn (2019) argue more research is needed on GYO programs that
extends beyond programmatic history and descriptions. Gist and colleagues point out that
several of the programs written about in the literature are no longer in existence. Hence,
sustainable funding sources need to be sought for GYO programs. Research demonstrating the
effectiveness of GYO programs might be helpful in this regard.
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In summary, the literature on the GYO model of entry into teaching demonstrates that
there is a wide variety of GYO programs. No two GYO programs seem exactly alike. GYO
programs may be classified in terms of where the future teachers were recruited from (e.g.,
paraprofessionals, middle/high school students, subject matter experts, college graduates, etc.)
(Valenzuela, 2017). Another way of classifying GYO programs is to categorize them as
alternative or traditional route programs (e.g., Garcia, Manuel, & Buly, 2019). Yet another way
of classifying the programs is to consider the ethnic/racial makeup of the school districts that the
programs are intended to serve (e.g., African American, Latino/a, American Indian, etc.) (e.g.,
Burnett, Espinosa, & Spies, 2019; Okezie, 2018; Warren, 2005; Wong et al., 2007). The
literature tends to describe some successes of the GYO programs, yet their effectiveness is not
studied in any systematic way (Gist, Bianco, & Lynn, 2019).
Clinical Practice in Middle School Educator Preparation Programs
In 2012, Association for Middle Level Education (AMLE) published standards for
middle school teacher preparation. There are five standards organized around four principles: A.
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(related to principle B), stresses ensuring PSTs understand the theories and philosophies behind
developmentally responsive middle schools and how schools can be organized to promote equity
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specific to their content area, be able to use a wide range of instructional strategies that meet the
needs of young adolescents, create and use many different assessments to drive instruction,
employ strategies to motivate students including the establishment of positive relationships. The
fif h a da d,

idd e e e

fe i a

e

( e a ed

i ci e D), a e

PST

h

d be

given opportunities to learn about the different roles of middle school teachers, learn how to
appropriately advocate for their students, collaborate with families and communities, display
professional dispositions, and engage in self-reflection (AMLE, 2012). Many parts of the
standards document seem to imply PST participation in field experiences. However, there is no
explicit mention of field experiences in the standards. Regardless, middle school proponents
have advocated for early and continuing clinical field experiences in middle school teacher
preparation for over twenty years (e.g., Howell, Faulkner, Cook, Miller, & Thompson, 2016;
Jackson & Andrews, 2000; McEwin & Smith, 2013).
Clinical Practice in Mathematics Educator Preparation Programs
In 2017, the Association of Mathematics Teacher Educators (AMTE) released standards
for the preparation of all PK-12 teachers of mathematics. The standards describe the knowledge,
skills, and dispositions well-prepared mathematics teachers need to develop and also the
characteristics required of EPPs to ensure the effective preparation of their PSTs. There are five
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Clinical Practice in Middle School Mathematics Educator Preparation Programs
AMTE (2017) elaborates on the general standards for the knowledge, skills, and
dispositions of well-prepared mathematics teachers and for the characteristics required of EPPs
to ensure the effective preparation of their PSTs. This elaboration has two parts. The first part
involves adding specific descriptions of the specific knowledge, skills, and dispositions needed
for effective middle school mathematics teaching. The second part involves adding specific
descriptions of the characteristics required of EPPs that prepare middle school mathematics
eache . The EPP cha ac e i ic i c de: (1)
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except that the experiences take place in middle schools and are supposed to meet the standards
set forth by AMLE (2012).
Understanding the Role of the Collaborating Teacher in Teacher Preparation
Because of the national push for increased emphasis on clinical practice in EPPs, there is
a need to understand the role the CT plays in teacher preparation. I now transition to the main
focus of this chapter. This begins with an examination of a literature review and theoretical
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framework that aid our understanding of the historical view of the role of the CT in the field of
teacher preparation and continues with an exploration of the literature on the ways CTs
conceptualize or understand their roles, the ways CTs enact their roles through mentoring
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enactment.
Definition of and framework for mentoring. In an attempt to define mentoring and
describe the roles of CTs and PSTs in the mentoring process, Ambrosetti and Dekkers (2010)
reviewed the research literature from the previous decade on mentoring in PST preparation.
They found that mentoring was defined in many different ways, often referencing a hierarchical
relationship with the CT being more knowledgeable than the PST. Most definitions discussed
one or two of the main aspects of mentoring but failed to take into account all three
relationship, process, and context. The literature emphasized the differences between
supervising and mentoring. According to the literature, supervision typically includes
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judgment of performance. However, CTs act in both supervisory and mentoring capacities.
Although the literature acknowledges the complex nature of roles in mentoring, the roles are
usually described in vague terms with limited detail about the specific actions that occur in the
process. The roles of mentor and mentee appear to be highly influenced by the interactions that
occur between the CT and PST. From their analysis of the literature, Ambrosetti and Dekkers
suggest a new definition of mentoring that encompasses the three main aspects of relationship,
process, and context:
Mentoring is a non-hierarchical, reciprocal relationship between mentors and mentees
who work towards specific professional and personal outcomes for the mentee. The
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relationship usually follows a developmental pattern within a specified timeframe and
roles are defined, expectations are outlined and a purpose is (ideally) clearly delineated.
(p. 52)
Ambrosetti and Dekkers conclude that despite the abundance of existing literature on mentoring,
there is little research that thoroughly describes and defines mentoring in terms of specific ways
the roles are enacted and examines the link between the roles of the CT and PST.
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Ambrosetti, Knight, and Dekkers (2014) present the roles of the CT as a mentor and the roles of
the PST as a mentee during field experiences. The roles of the CT include supporter, colleague,
friend, protector, facilitator, assessor, evaluator, trainer/teacher, and role model. The roles of the
PST include contributors, active participants, and observers. Both CTs and PSTs also assume
the roles of collaborators and reflectors. Ambrosetti, Knight, and Dekkers view mentoring as
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further categorize the roles of mentors and mentees by the three components of mentoring:
relational, developmental, and contextual. The relational component (also referred to as
relationship aspect) entails the professional relationship that the CT and PST form in order to
help the PST learn to teach.
The developmental component (also referred to as process aspect) has to do with the
purpose of the relationship

to meet the needs of the PST and ensure he/she/they achieves

his/her/their goals. The CT has needs and goals that can be developed through the mentoring
process as well. The contextual component (also referred to as context aspect) involves the
specific school/classroom setting, culture, and community and how the CT relays the intricacies
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al., 2014, pp. 230-231). For instance, the collaborator role, which is performed by both CTs and
PSTs, is categorized as relational and developmental as it involves working together towards
common goals. Ambrosetti and colleagues (2014) provide a framework consisting of a
theoretical model of mentoring and guidelines for implementation. The model depicts mentoring
as a holistic process. Although there is equal emphasis on all three components, the relationship
is placed at the center as the developmental needs of the PST and the school/classroom context
influence the interactions that take place between the mentor and mentee.
The guidelines for implementation include a focus and considerations for each of the four
phases of the mentoring process: preparation for mentoring, pre-mentoring, mentoring, and postmentoring. The preparation phase occurs before the CT and PST meet and provides them with
the training needed to form a mentoring relationship, such as training in conflict resolution. The
pre-mentoring phase is an initial meeting of the CT and PST before the field experience begins
and focuses on the foundational elements of the relationship, such as defining expectations,
goals, and roles. The focus of the mentoring phase is on meeting the goals outlined by the CT
and PST, and this is the stage during which knowledge and skills develop. The final, post mentoring, phase allows CTs and PSTs to evaluate their progress and redefine needs/goals/roles.
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236).
The definition of mentoring offered by Ambrosetti and Dekkers (2010) and the proposed
theoretical framework for mentoring crafted by Ambrosetti, Knight, and Dekkers (2014) appear
to be aspirational depicting an idealistic view of how CTs should participate in teacher
preparation. In the next two subsections, I review literature that explores the ways that CTs
actually conceptualize and enact their roles in their work with PSTs.
Ways CTs conceptualize their roles. The work of Hall, Draper, Smith, and Bullough
(2008) helps to illustrate the tension between the aspirational role of mentoring as described by
Ambrosetting and Dekkers (2010) and Ambrosetti, Knight, and Dekkers (2014) and the other
conceptualizations CTs hold of their roles that have fallen short of the ideal. Hall and colleagues
distributed an open-ended survey to 674 U.S. classroom teachers who were currently serving or
who had previously served as CTs for PSTs completing their culminating field experiences. The
survey questions enabled the teachers to describe the various ways they conceptualize their CT
roles. Nearly 40%, or 264, of the teachers submitted completed surveys. Over half of the
respondents had been teaching for more than 15 years, and all had acted as CTs for at least one
year.
Hall and colleagues (2008) used an inductive process to code the responses to the survey
questions into categories and separated the responses by grade level taught (early childhood,
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with personal qualities (hard-working, caring, etc.). Slightly more than half of the teachers
indicated they received some training for their CT role. However, the training received was
limited and focused on procedures such as how to use evaluation tools rather than the process of
mentoring.
In the second phase of data collection, Hall and colleagues (2008) randomly selected 34
of the respondents to participate in a follow-up telephone interview intended to help determine
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There were some differences in perceived importance between teachers who had worked
with struggling PSTs and those who had not. For example, those who had worked with
struggling PSTs ranked critical feedback and relationship as most important, while those who
had not worked with struggling PSTs considered opportunities to teach, personal traits, and
emotional support as the key aspects of mentoring. Hall and colleagues (2008) contend that the
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their conceptualizations of their role (Hall et al., 2008) has also been described by Butler and
Cuenca (2012) who approach their work through a constructivist lens. Butler and Cuenca argue
there is a need to understand how CTs conceptualize their role in teacher education to develop a
common language for how to describe the mentoring practices needed to be an effective CT.
This understanding is one necessary step in bridging the divide between universities and their
partnership schools (Butler & Cuenca, 2012). However, Butler and Cuenca warn that the
common language is not enough. There also needs to be open communication between school
and university.
Because CTs often receive limited training in mentoring practices from university
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experiences as students, PSTs, teachers, and their school contexts. Even when universities do
provide detailed expectations for mentoring, the CT still engages in mentoring practices
differently based on their constructions of their role. Thus, conceptualization impacts enactment.
From an extensive review of the literature, Butler and Cuenca (2012) identified three main
conceptions of the CT role: instructional coach, emotional support system, and socializing agent.
CTs who view their role as that of an instructional coach focus their efforts on ensuring the PSTs
acquire the skills needed to teach. CTs who believe they serve as an emotional support system
spend their time helping the PSTs move past their fears about teaching. CTs who conceptualize
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their role as that of a socializing agent place their attention on equipping PSTs with the practical
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Seeking to understand better the complexity and the diverse roles involved in mentoring
relationships, White, Dickerson, and Weston (2015) performed a qualitative study involving
eight CTs and four PSTs from England. The sources of data were a questionnaire, interviews,
and a focus group of the PSTs. The main findings included: CTs wanted to develop new and
expanded identities to reflect the complex and multifaceted nature of their role in PST
preparation, CTs discussed the positive aspects of being a mentor such as gaining a better
understanding of the curriculum and opportunities to learn leadership skills, CTs reported the
need for more support from the university in enacting their roles, and PSTs desired more learning
opportunities both within and outside their school placements.
In addition to experiences (Butler & Cuenca, 2012; Hall et al., 2008) and school context
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ways in which they conceptualize their roles (van Ginkel, Verloop, & Denessen, 2016). van
Ginkel and colleagues (2016) administered a survey to 726 CTs affiliated with 13 different EPPs.
The CTs had varying levels of prior teaching and mentoring experience, with the average being
7.6 years teaching and 10.8 PSTs hosted. van Ginkel and colleagues developed instruments to
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based on the results of a literature review and pilot study. The results suggested that CTs who
cite enhancing their learning as a motivation for mentoring were more likely to have a
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preference for the developmental conceptualization. In contrast, previous studies of AngloSaxon CTs showed they prioritized the instrumental conceptualization, which focuses on the
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The conceptualizations that CTs have of their roles impact their enactment of these roles
(e.g., Butler & Cuenca, 2012). The following section explores the ways CTs enact their
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Ways CTs enact their roles. CTs enact their roles in a myriad of ways. One way to get
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Paulsen (2012) analyzed open-ended evaluations that 389 U.S. PSTs completed about their CTs
at the culmination of their field experiences over three years. The findings indicated the PSTs
wanted their CTs to enact six main mentoring practices: prior notice and planning of lessons,
provision of teaching resources, targeted feedback, a diversity of types of feedback including
oral and written, opportunities to observe the CT implement best practices, and expressions of
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the practices of ensuring adequate time for one-on-one coaching interactions, enabling the PSTs
to try out new pedagogical techniques, and fully embracing the PST as a member of the school
and professional community. Sayeski and Paulsen contend that EPPs must provide CTs with the
needed encouragement and guidance to promote their adoption and enactment of best mentoring
practices. This type of support seems to be the exception, not the norm, which is particularly

37

unfortunate because the notion that PSTs deem classroom field experiences as the most vital and
worthwhile portion of their preparation is well-supported by the teacher education literature
(Clarke, Triggs, & Nielsen, 2014).
C a e a d c eag e (2014) a g e ha
which [CTs] participate
h

ih

a c ea

or are expected to participate

be

faci i a e ha

de a di g f he a

i

in teacher education, it is difficult to

( . 164). CT a e f e ef ha i g

fig e

out how to mentor PSTs on their own. Clarke and colleagues were involved in a longitudinal
research study with Canadian PSTs. When conducting the literature review for that study, they
realized there is a great deal of information available on CTs. They built on the work of previous
reviewers and looked at over 400 articles spanning 60 years. Clarke and colleagues discuss the
significance of the CT. The literature shows PSTs, CTs themselves, and even most university
faculty tend to agree that the CT has the most significant impact on and determines the nature of
the field experience.
However, not all CTs participate in clinical experiences in the same way. Before delving
into the body of their review, Clarke and colleagues present a continuum of some previouslyidentified and commonly-accepted levels of participation. The lowest level of participation is a
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typology, which consists of the following three elements: closed, invited, and claimed. Clarke
a d c eag e

a g e ha he i i ed

ace i he

d ci ef

a c ce ed. Thi

ace

represents a genuine engagement between the parties, and the endpoint of that engagement is not
efig ed b
f

e a

he i e a

h ee e e e

ee

ed b

he he ( . 188). U i g he ca eg ie ha e e ged

e, C a e, a d c eag e f
. The

e f

ide

he de c ibe CT

f feedbac

i he

a ticipation with regard to the
c

ed,

ea i g ha he CT

default to the university faculty to make decisions about the ways in which they provide
feedbac . O

he

he ha d, he

e f

eache

f chi d e

i he

c ai ed,

gge i g

that CTs take full responsibility for the education of their students and do not consult university
fac

ab

h

d

hi . O e a , C a e a d c eag e

a a

i

f he i e a

e i dica e

that CTs tend to be underprepared for their work with PSTs and that the most effective CTs are
committed to lifelong learning and are expert classroom teachers.
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Hoffman and colleagues (2015) performed another extensive investigation of empirical
studies on the coaching interactions between CTs and PSTs published in peer-reviewed journals
since 1990, generating 14 key findings organized into four main areas. In the first area of
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roles, CTs who had not received training were more likely to use evaluative/corrective feedback,
post-conferences between CTs and PSTs consisted of conversations about lesson planning or the
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impacts the development of both parties, CTs perceived their primary role as being a supporter to
their PSTs, CTs experience difficulties in balancing their responsibilities to their students and
their PSTs, and PSTs become distressed when their CTs do not give them feedback. Finally in
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with PSTs mirrored their teaching practices with students; and, the experience of mentoring a
PST led CTs to reexamine their own teaching beliefs and practices. In light of these findings,
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Training of CTs in mentoring skills is ideal, but not consistently implemented (e.g.,
Hoffman et al., 2015). The same is true about the training of CTs in the teaching of diversity
practices to PSTs (e.g., Reinardt, 2017a). Reinhardt (2017a) sought to determine how U.S. CTs
conceptualize their role in preparing PSTs to meet the needs of diverse students and how their
conceptualizations impacted their mentoring practices. Reinhardt administered an initial survey
to 54 secondary CTs and then purposefully selected six who taught in Title I schools and who
had reported believing in the significance of preparing PSTs to work with culturally and
linguistically diverse students. The data collection sources included phenomenological
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that even though the researchers selected participants for valuing diversity, their practices did not
reflect this. Instead, the CTs seemed to focus on lesson planning and classroom management in
their mentoring of the PSTs. The CTs perceived their central roles as coaching, giving feedback,
and supporting the PSTs. Additionally, the CTs seemed to take a more traditional apprenticeship
approach to mentoring modeled from their own experiences as PSTs. Reinhardt argues that
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Reinhardt (2017b) reported on the results of the analysis of some additional questions
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intention was to understand how the CTs perceive their experiences in mentoring a PST. The
findings indicated that the CTs had difficulty in communicating their rationale for their teaching
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practices to the PSTs. Part of the problem was a lack of clearly defined e ec a i

f

CT

responsibilities in the preparation of PSTs that led to the CTs viewing their role as being
restricted to day-to-day activities like lesson planning and classroom management as opposed to
helping the PSTs reflect more deeply on their practices. Although the CTs felt like they already
knew how to mentor based on their own experiences and that they did not need help from the
EPP, there were gaps in their enactment of coaching practices. Hence, Reinhardt argues for a
shared model of mentorship collaboratively constructed by CTs and university faculty.
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education of PSTs (e.g., Hall et al., 2008). However, the achievement of this evolution has been
haphazard and remains far from fully realized (e.g., Hoffman et al., 2015).
Characteristics of Effective Collaborating Teachers
While the previous section has explored CTs roles in general, this section explores
characteristics of CTs that are associated with enacting their roles effectively in terms of
improving the overall quality of the field experience and promoting the successful development
of both the PSTs and the CTs themselves.
Killian and Wilkins (2009) conducted a mixed-methods study to investigate the
characteristics of highly-effective U.S. CTs. The participants were 13 elementary CT-PST pairs
from four different school sites that each had a well-established partnership with a university.
The main qualitative data source was structured interviews performed at the middle and end of
the field experience with the CTs and PSTs about the mentoring practices used, reasons for
selecting those practices, and the perceived effectiveness of those practices. The CTs also
provided information about the experiences, preparation, and support they believed contributed
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to their enactment of their mentor roles. Killian and Wilkins analyzed the data for evidence of
CT effectiveness based on their use of mentoring practices recommended in the literature. The
five CTs who frequently employed the recommended practices were deemed highly effective,
and the eight who only sparingly used the practices were considered less effective. For the
quantitative phase, Killian and Wilkins used ex post facto methods to determine the
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72). PSTs placed with highly effective CTs had more teaching time, likely because they acted as
co-teachers with their CTs. There was not a clear association between years of teaching
experience and effectiveness. However, all those who had less than five years of experience as a
CT were less effective. There was also no discernible relationship between participation in the
i e i

e

e

i g ai i g a d effec i e e . Yet, the CTs who participated in the

training were not consistently implementing the mentoring skills taught. Killian and Wilkins
argue that while CTs reported valuing the training they received, it will only have a lasting
impact on their mentoring practices with follow up regarding implementation and ongoing
support. Another finding was that all of the CTs designated as highly effective had earned their
masters degrees and were more likely than the less effective CTs to have studied teacher
leadership. Finally, the highly effective CTs worked in closer collaboration with the university
supervisor throughout the field experience. One key implication of Killian a d Wi i
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particularly when selecting CTs with limited prior mentoring experience.
Killian and Wilkins (2009) measured effectiveness in terms of the extent of CT
implementation of mentoring practices recommended in the literature. Another way to explore
variables related to effectiveness is by considering the desires of the PSTs. Using the three main
conceptions of the CT role (emotional support system, instructional coach, socializing agent)
identified by Butler and Cuenca (2012), Davis and Fantozzi (2016) explored what seven
secondary PSTs said they desired in a CT. Davis and Fantozzi drew on previously collected
interview and focus group data from prior studies involving U.S. CT influence on PST identity
development. Analysis of the data indicated that six out of the seven participating PSTs wanted
their CTs to at least partially assume two out of the three roles, that of emotional support system
and instructional coach. However, none of the PSTs expressed a desire for their CTs to act as
socializing agents. One of the PSTs did not want his CT to perform any of the three roles.
Instead, this PST preferred for his CT to act in a different capacity, as a gatekeeper. The desire
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responses as well (p. 260). Some of the PST responses focused on the role(s) they believed their
CTs were already performing, and others revolved around role(s) they wanted their CTs to
assume. While most of the PSTs recognized multiple roles of their CTs, they tended to prefer a
particular role regardless of whether or not they believed their CT was fulfilling that role.
Further, the results suggest that although PSTs know the kind of support they want from their
CTs, they struggle to communicate their needs when they feel they are not receiving that support.
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Ronfeldt, Brockman, and Campbell (2018) investigated a specific CT characteristic (being an
effective classroom teacher) that led to empirically supported achievements of the PSTs they
mentored. Ronfeldt and colleagues conducted a large-scale U.S. study to examine if PSTs
benefit more from working with instructionally effective CTs and if their observation data and
student achievement scores show that they excel in the same domains that their CTs excel in.
The participants included 2,869 PSTs and 3,287 CTs. The results indicated that PSTs are more
instructionally effective when placed with CTs who are more instructionally effective.
Particularly, when their CTs receive higher observation and student achievement scores, the
PSTs also receive higher scores in their first years of teaching. Instructionally effective CTs
model high-quality instruction and provide better coaching, mentoring, and feedback to PSTs.
Of the PST participants in this study, 20% gained employment in the same school where they
completed their field experiences, and 45% gained employment in the same district. Ronfeldt,
Brockman, and Campbell argue that placing PSTs with the most instructionally effective CTs
can have lasting benefits for increasing the supply of new and effective teachers.
The results of Ronfeldt and colleagues (2018) study is important to keep in mind when
considering the transition from teacher to teacher educator. Teacher educators must be sure that
they continually strive to improve their own teaching effectiveness.

45

Making the Transition from Teacher to Teacher Educator
I now explore literature related to the transition from teacher to teacher educator,
including preparation for mentoring, the motivations, benefits, and challenges of being a mentor,
and ways of integrating the two roles of teacher and teacher educator.
Preparation for mentoring. One way of preparing for the CT role is through
professional development in mentoring processes. Ambrosetti (2012) surveyed 11 Australian
CTs working with PSTs after their participation in a series of four professional development
sessions focused on mentoring. The main goals of the professional development sessions were
to provide opportunities for the CTs to reflect on their teaching practices, to encourage CTs to
identify their particular style of mentoring, and to think about the processes involved in
mentoring so they could develop a plan for effectively mentoring their PSTs. Nine of the
participating teachers had over 15 years of classroom experience, while the other two had taught
for less than five years. The more experienced teachers had served as CTs numerous times while
the two novice teachers had each only mentored one PST before the study. The participants had
three months upon completing the professional development sessions to implement what they
learned with their PSTs before taking the survey. Ambrosetti designed the qualitative survey
questions to explore whether or not the CTs perceived their understanding of what it means to be
a mentor and/or their mentoring practices had changed as a result of their participation in the
professional development. Analysis of the survey response data revealed the CTs understanding
of mentoring changed in three key ways. First, the CTs reported a deeper understanding of their
mentoring roles and the complexity of the mentoring process. Second, the CTs indicated they
began to view mentoring as a highly-individualized process involving ongoing reflection to
ensure they meet the needs of both the CT and PST. Finally, the CTs expressed their recognition
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of the importance of collaborating with other mentors and establishing professional learning
communities where they can clarify expectations, share strategies, and problem-solve when
issues arise with their PSTs.
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development prompted them to make changes to their mentoring practices. The changes the CTs
made to their practices directly linked to their changed understandings of what it means to be a
mentor. In other words, the new conceptualizations the CTs developed of their roles through the
professional development led them to transform the way they enacted their roles with the PSTs.
For example, the CTs began to conceptualize part of their role as providing the PSTs with a wide
range of classroom experiences. So, when enacting this aspect of their role, the CTs started to
have discussions with the PSTs about what specifically they would be responsible for during
each lesson and involve them more in the daily classroom routines. Ambrosetti (2012)
concludes that mentoring-f c ed
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their role and awareness of their mentoring practices, leading them to make adjustments to their
approach that help to guarantee a high-quality experience for the PSTs.
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prepare them for mentoring.
Baum and Korth (2013) explored the training or professional development already in
place in EPPs to prepare CTs for work with PSTs. Baum and Korth gave an online survey to 62
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U.S. early childhood education faculty. The goal was to explore the training or professional
development in EPPs to prepare CTs for work with PSTs. The survey, which included both
open-ended and forced-choice response questions, consisted of four sections. The first was
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to work with PSTs, and the fourth was about challenges related to implementing professional
development to prepare CTs. Baum and Korth made four recommendations for EPPs based on
the survey results: form true partnerships with local schools, develop shared goals/expectations
for professional development opportunities, find common understanding and views of what highquality mentorships involve, and focus on collaboration with schools and CTs. They conclude,
T
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Gareis and Grant (2014) went beyond describing training programs to exploring the
effects created by a particular program. They conducted a causal-comparative study to explore
the impact of a clinical faculty training intended to prepare U.S. CTs to mentor PSTs in a
university-based EPP effectively. In particular, Gareis and Grant investigated the differences
between trained and untrained CTs in their senses of self-efficacy for fulfilling their roles, in the
evaluations of the PSTs placed in their classrooms, and in the long-term outcomes of their former
mentees upon entry into the profession as novice teachers. Data sources includ ed self-efficacy
surveys for CTs, midterm/final evaluation ratings of PSTs by PSTs, CTs, and USs, and surveys
of program graduates. The findings suggested that trained CTs have stronger senses of self efficacy with regard to performing their mentoring roles than untrained CTs, and trained CTs and

48

their PSTs are better able to assess PST performance than untrained CTs and their PSTs
accurately. Furthermore, PSTs of trained CTs received higher evaluations than those of
untrained CTs from university supervisors.
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may lead to stronger actual performance than PSTs placed with untrained CTs. However, there
was no statistically significant evidence to support a relationship between being placed with a
trained CT as a PST and the long-term outcomes for novice teachers of sense of self-efficacy for
teaching, impact on student learning, or intent to stay in the profession. Gareis and Grant (2014)
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who may be incidentally improving their mentoring abilities through the support and
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contend that training CTs for mentoring through a program such as their clinical faculty training
may be an effective means of preparing them for their vital role in contributing to the
development of PSTs.
Another study comparing trained and untrained CTs was that of Leshem (2014). Leshem
gave open-ended questionnaires to a total of 28 Israeli CTs, 15 of whom had received
professional development in mentoring and 13 of whom had received no professional
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development. Before administering the questionnaire to the participants, Leshem interviewed
the two university-based faculty members who were responsible for delivering the professional
development to get insight on the nature of the professional development and input about what
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groups reported being unable to carry out their mentoring responsibilities they would like to.
The CTs had insufficient time to conference with their PSTs and a lack of institutional support
for the execution of their mentoring role. Interestingly, there was a difference between the two
groups of CTs in that those who had not received the professional development felt that training
was not necessary to become an effective CT. In contrast, those who did receive the professional
development considered the training to be essential for anyone making the transition from
teacher to teacher educator.
Instead of studying trained vs. untrained CTs, Lafferty (2018) used the level of training as
a variable. Lafferty surveyed 119 PSTs and 146 U.S. CTs from 10 different university-based
EPP
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mentoring practices is the level of preparation and training they received. Further, higher levels
of enactment of mentoring practices were associated with improved field experiences for the
PSTs. The results also supported the common notion that CTs have the most significant
influence on the quality of the field experience. Lafferty found that three practices of CTs were
most strongly associated with a positive field experience rating by the PSTs: role modeling,
displaying instructional practices and providing meaningful feedback. Again, this study points to
the value of preparing CTs for their role.
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Beyond initial preparation and training for mentoring, ongoing professional development
for CTs is worthy of study. Stanulis and colleagues (2018) performed a qualitative study of 10
U.S. elementary CTs who participated in six mentor study groups where they learned various
mentoring practices, carried them out with their PSTs and reflected on their experiences. Data
sources included mentoring conversations between the CTs and their PSTs, written reflections,
and interviews at the culmination of the field experience. Stanulis and colleagues found that all
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development of PSTs.
Motivations, benefits, and challenges. The theme of motivation was a finding of a
qualitative study of nine U.S. middle and high school CTs in order to understand better their
perspectives on mentoring PSTs (Russell & Russell, 2011). Data sources included a
demographic survey, a focus group, and an open-ended questionnaire. Data analysis revealed
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their role and expectations for their relationships with their PSTs. Some of the CTs motivations
for mentoring included their desire to pass on their knowledge to beginning teachers and to be a
source of support and guidance. Another goal the CTs had was to enhance their own skills
through collaboration with the university. The data seemed to indicate that CTs perceive their
primary responsibility as helping the PSTs to become more and more capable of functioning
independently and to gain confidence in their teaching abilities. The CTs viewed their role as
being multi-faceted, combining personal and professional elements. Russell and Russell (2011)
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argue that just because CTs can articulate their roles does not mean they know how to enact
mentoring practices and therefore need training on effective approaches to mentoring.
Ragland (2017) performed a mixed-methods study involving 10 U.S. in-service teachers
acting as CTs for PSTs from the same EPP they graduated. The intention was to determine the
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about being a CT, and how working with PSTs from their alma mater compared to working with
PSTs from other programs. One of the key findings was that by assuming the role of CT, they
affirmed their own beliefs about teaching and immersed themselves in new and innovative ideas,
resources, and technology. Moreover, the experience of serving as a CT helped the participants
develop their metacognitive abilities and reflective practices. The CTs felt that working with
PSTs from their own EPP was a more positive endeavor than working with those from other
programs, particularly because their philosophies and practices were aligned and because of the
already-established relationship with the USs. Ragland contends that EPPs should use program
alumni as CTs whenever possible. Further, she argues that the most important trait of effective
CTs is the ability to reflect on their practice.
In addition to motivations and benefits, it is also important to understand some of the
challenges that CTs face in mentoring PSTs. Faikhamta and Clarke (2018) surveyed 171 Thai
CTs to understand their motivations and challenges in mentoring PSTs. The participants were
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culminating experience for a five-year EPP. Faikhamta and Clarke utilized the Mentoring
Profile Inventory (MPI), a fully-validated 62-item survey instrument developed by Clarke et al.
(2012) as a way to help CTs think about their practice. The MPI can quantify the motivating and
challenging aspects of mentoring PSTs. The participating CTs responded to survey items using a
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Likert-type rating scale to indicate the level of motivation (i.e., slight motivator) and challenge
(i.e., not a challenge). The results indicated the CTs were almost equally motivated to engage in
mentoring work by benefits to themselves and others and faced nearly equal systemic and
personal challenges in executing their roles. In general, the CTs were more motivated in their
work with PSTs than they challenged. CTs viewed mentoring as a worthwhile and necessary
endeavor for the continued advancement of the teaching profession. In addition to feeling
socially and professionally obligated to support the development of PSTs, the CTs also
experienced personal enjoyment from participating in the PST j

e i

ea i g

each.

One of the key challenges reported was the lack of clear procedures for selecting and preparing
CTs for mentoring. Faikhamta and Clarke recommend that universities and schools work
together to provide professional development in mentoring for CTs and call for further research
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Once CTs are established as mentors, they must balance their mentor role with the role
of being a classroom teacher. This juggling act could be perceived as a challenge, but may also
ha e a i g be efi f

he CT c

i ed

fe i a g

hi b h

e.

Balancing dual roles. In some contexts, CTs continue to view classroom teaching as
their primary role. Jaspers, Meijer, Prins, and Wubbels (2014) interviewed seven Dutch CTs to
determine how the CTs perceived the relationship between teaching and mentoring and to
understand their perceptions and experiences of simultaneously acting as teachers and mentors.
The participating CTs taught in different contexts (urban/rural), varied grade levels from
kindergarten through eighth grade, and had wide-ranges of experience anywhere from 1.5 years
of teaching and 0.5 years of mentoring experience up to 35 years of teaching and 33 years of
mentoring experience. The interviews occurred one to two months after the CTs had hosted
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experienced tension between their desire to provide their PSTs with opportunities to practice
their teaching and with their obligation to ensure their students received high-quality instruction.
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who reported having good relationships with their PSTs did not discuss any challenges in
enacting their roles of teacher and mentor and painted mentoring in a much better light, as
beneficial to PST, students, and their development. Jasper and colleagues cite the retroactive
interviews as a potential limitation of their study and recommend future research that includes
direct observations of classroom and coaching interactions between CTs and PSTs.
Additionally, Jasper and colleagues point to the need for professional development for CTs in
mentoring. The CTs in this study believed that being an effective teacher is necessary for
becoming an effective mentor and that the act of serving as a CT improved their teaching. Yet,
without proper training, the CTs did not implement the behaviors associated with quality
mentorship such as encouraging reflection.
In another study, participants had difficulty fully embracing their dual roles. White
(2014) interviewed and collected reflective logs from seven experienced U.K. teachers who were
making the transition into the role of a teacher educator. The purpose was to understand how the
teachers conceptualized their dual role as both teacher and teacher educator in their school
contexts. All of the participants in this study were in charge of leading professional development
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for either PSTs or other in-service teachers. Three out of the seven were purposefully selected
because it was their first time acting in this new role. All seven teachers perceived they
benefited from leading the professional developments and held strong teacher identities.
However, one participant struggled to identify as a teacher educator until later in the school year.
Whi e a g e ha beca e
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schools, many school-based teacher educators see themselves as teachers or teacher leaders only.
This disconnect prevents them from conceptualizing their role as a teacher educator who resides
in a K-12 school. White suggests that university-based EPPs work in collaboration with local
schools to provide opportunities for school-based teacher educators to explore their role.
In this final study, participants were able to balance their teaching and mentoring roles
successfully. Employing a semi-structured interview protocol, Grimmett, Forgasz, Williams,
a d Whi e (2018) e
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partnership between one university and nine schools. The school-university partnership formed
as part of an initiative to improve field experiences for all stakeholders. One element of the
initiative was a restructuring of field experiences from a traditional model, where a single CT
assumes all responsibility for mentoring a single PST, to a community/cohort model, where a
community of CTs shares the responsibility for mentoring an entire cohort of PSTs all clustered
together at a single school site. As lead CTs, the participants placed the PSTs in classrooms,
serving as liaisons between other CTs at their respective schools and university faculty,
facilitating professional development sessions for school staff and PSTs, and attending other
professional development sessions held by various leaders of the initiative. Some of the
participants also hosted PSTs in their own classrooms, while others held leadership roles in their
schools outside of the classroom.
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Grimmett and colleagues (2018) conducted the interviews near the end of the
participating CT fi
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background, reasons for wanting to get involved with the initiative, and mentoring approaches
implemented at their school sites. The researchers then analyzed the interview data to explain
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their conceptualization and enactment of their mentoring roles. The findings indicated several
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moved away from the former traditional model to the initiative's new community/cohort model
for field experiences. First, the CTs started to see themselves as partners and colleagues with
university faculty and hence as equally responsible for PST learning. Whereas before they had
primarily positioned themselves as supervisors or assessors of PST performance, the CTs began
to view themselves as fellow teacher educators. Second, they started to reflect on what their new
position as teachers of teaching entailed and, in doing so, more carefully considered the needs of
PSTs as learners of teaching. Emphasizing the teaching and learning of teaching enabled the
CTs to apply their understanding of their usual position of teachers of children, including the
supportive, caring and nurturing aspects, to their work with PSTs.
Additionally, the CTs began to focus on their own continued learning of teaching and
teacher education. Embracing their position as lifelong learners, the CTs reflected more deeply
on their own teaching practices, unpacked these with PSTs, and worked collaboratively with
PSTs to develop co-constructed meanings of what it means to be a good teacher. Grimmett and
c eag e (2018) a e , B

ei agi i g ch

-based personnel as fellow teacher educators,

all parties become invested in acting in ways that best support the learning and development of
[PST ], a d i

,
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he ( . 351).
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It seems that successful balancing of dual roles will not occur automatically but rather
requires systemic changes that support the CT as a teacher and teacher educator.
Synthesis of Literature on the Role of the Collaborating Teacher in Teacher Preparation
In exploring the literature on CTs, I found that CTs see themselves, conceptualize their
roles (e.g., Ambrosetti & Dekkers, 2010; Butler & Cuenca, 2012; Hall et al., 2008), and enact
their roles (e.g., Clarke et al., 2014; Hoffman et al., 2015) in PST preparation in a diversity of
ways. One of the most commonly held conceptualizations of the CT role is that of a supporter
(Hall et al., 2008; Hoffman et al., 2015; Reinhardt, 2017a). However, with the dimension of
effectiveness in enacting their roles, one of the most important conceptualizations is that of an
expert teacher who can model best practices (e.g., Ronfeldt et al., 2018). Quality mentoring
requires CTs to strive for continual professional development and improvement of their own
teaching (e.g., Ronfeldt et al., 2018). A characteristic associated with effective CTs is a
willingness to reflect on their practice and a commitment to lifelong learning (e.g., Clarke et al.,
2014; van Ginkel et al., 2016).
Just as the views, conceptualizations, and enactments of mentor roles are diverse, so are
the ways in which CTs transition from teacher to teacher educator. Some CTs have participated
in professional development programs designed to help them learn mentoring skills. However,
others have been left to their own devices to decide what their role is in the mentoring process
(e.g., Baum & Korth, 2013; Gareis & Grant, 2014; Lafferty, 2018). This latter group often
model their practice of mentoring on the way they were mentored when they were a PST or
create their own mentoring style based on their teaching style (e.g., Reinhardt, 2017a). These
approaches to the transition to teacher educators may result in less than optimal mentoring
practices.
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Researchers have studied the motivations and benefits of making the transition from
teacher to teacher educator (e.g., Russell & Rusell, 2011). Some of the reasons CTs decide to
become mentors include the positive impact mentoring has on their own teaching practices and a
desire to give back to the profession (e.g., Faikhamta & Clarke, 2018; Russell & Russell, 2011).
Balancing the dual roles of teacher and teacher educator can prove to be challenging for CTs,
and they tend to prioritize the role of the teacher (e.g., Jaspers et al., 2014). However, as CTs
experience dual roles, they often feel that the benefits outweigh the challenges (e.g., Faikhamta
& Clarke, 2018).
While being an expert classroom teacher is a marker of CT effectiveness (e.g., Clarke et
al., 2014; Ronfeldt et al., 2018), being a good teacher does not automatically translate to being a
good mentor (e.g., Ambrosetti, 2014; Jaspers et al., 2014). A lack of training in and a limited
understanding of mentoring
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perpetuates the notion that teachers do not have the capacity or professional knowledge to be
able to help another adult learn, and as a result, teachers do not see themselves as teacher
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mentoring roles, define expectations, and prepare CTs for mentoring (e.g., Baum & Korth, 2013;
Butler & Cuenca, 2012; Faikhamta & Clarke, 2018). As CTs make the transition from teacher to
teacher educator, they will need sustained support from the university in enacting their roles
(e.g., Stanulis et al., 2018; White et al., 2015) particularly for those who are new to the role
(Killian & Wilkins, 2009).
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The studies represented in the literature on the role of the CT in PST preparation appear
to have occurred in a wide variety of contexts, which were not always made explicit. It seems
that there is limited research specifically involving CTs mentoring PSTs during early field
experiences, middle school CTs, mathematics CTs, middle school mathematics CTs, or middle
school mathematics CTs working in high-needs schools.
Chapter Summary
In this chapter, I described the national push for clinical practice in EPPs. I then
reviewed literature on GYO programs. I described the current standards for clinical practice in
middle school EPPs, mathematics EPPs, and middle school mathematics EPPs. Next, I explored
the literature on the ways in which CTs conceptualize and enact their roles in PST preparation.
Finally, I reviewed the literature on the characteristics of effective CTs and examined the
literature on how CTs make the transition from teacher to teacher educator.
This review demonstrates that despite all of the existing literature involving CTs, there
have been few, if any studies, focusing on the unique characteristics of my study participants
who were successful novice Title I middle school mathematics serving as first-year CTs for PSTs
from their alma mater. In addition, the review revealed a wide variety of GYO programs that
have been implemented throughout the United States. As we will see in the following chapter,
the context of my study includes a GYO program with some characteristics that are different
from all the programs described in the review.
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Chapter 3: Methods
In this chapter, I begin with a description of the context surrounding the study and of the
participants. I continue with a statement of the purpose of the study and the A Priori questions.
I then present the design of study, data collection methods, management of the data, data analysis
procedures, and a structure of the case study report. Next, I provide a researcher reflexivity
statement and criteria used to ensure quality of the study. Finally, I discuss some ethical
considerations and limitations of the study.
Context of Study and Participants
This study was conducted in the Fall of 2019 in two mathematics classrooms at two
different Title I middle schools in River County School District (RCSD) (pseudonym). RCSD is
a large district in the southeastern United States with over 200 schools and more than 200,000
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needs/Title I schools. In each of these Title I middle schools, at least three three-fourths of the
students qualified for free and/or reduced lunch. RCSD faced an ongoing shortage of teachers,
f e begi i g he ch

ea

i hh

d ed

f aca

ii
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Ti e I

schools were consistently more difficult to staff particularly in critical needs areas including
middle school mathematics. RCSD had a long-standing partnership with a large public research
university, Southern State University (SSU) (pseudonym). With the support of a grant from an
education foundation, stakeholders from RCSD and SSU collaborated to form Evergreen EPP
(pseudonym), a GYO program. Evergreen EPP was a unique GYO program in that it recruited
PSTs from a variety of different sources unlike many other GYO programs that recruit only from
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a specific population. The mission of Evergreen EPP was to prepare high-quality middle school
mathematics teachers who would enter (and remain) in Title I schools in RCSD upon graduation.
In order to achieve this aim, Evergreen EPP provided extensive field experiences under the
supervision of CTs who were highly skilled, master RCSD middle school mathematics teachers.
Further, the program closely connected the university coursework with the fieldwork and
ai ai ed a
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understanding of the unique needs of young adolescent learners.
Evergreen EPP was a two-year program with increasingly intensive field experiences
each semester. PSTs started the program in the Fall of their junior year when they engaged in an
initial, semester-long, Practicum 1 field experience. During Practicum 1, PSTs spent at least four
hours per day for 20 days or 80 hours in the field. In the Spring of their junior year, the PSTs
engaged in a second semester-long, Practicum 2 field experience. During Practicum 2, PSTs
spent five hours per day for 20 days or 100 hours in the field. In their senior year, the PSTs
engaged in a yearlong final internship or Residency. For the Fall semester of the Residency year,
the PSTs were in the field for full days Monday through Thursday and attended classes on SSU
ca
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adhered to the same schedule as that of their CTs. Over the course of the Residency year, PSTs
accumulated well over 1,000 hours of field experience. PSTs were able to begin their Residency
ea d i g RCSD

e-planning days for teachers, before the first instructional days for

students and before the start of the SSU semester. Attending these days allowed the PSTs to
qualify for early release at the end of Spring and to accept teaching positions in RCSD before
they had officially graduated. Each year since Evergreen EPP was formed, 100% of graduates
who applied for a position in RCSD were hired. Evergreen EPP provided PSTs with varied
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placements for their Practicum 1, Practicum 2, and Residency in an effort to ensure they were
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environments. By the time they completed their EPP, PSTs were able to experience sixth,
seventh, and eighth grade classrooms and suburban, urban, and rural schools, to whatever extent
possible.
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purposefully recruited middle school mathematics teachers to serve as CTs. To qualify to
become an Evergreen EPP CT, teachers needed to have at least three years of teaching
experience, to be rated highly effective on district performance evaluations, and to receive
district recommendation and principal approval. Once selected, all CTs were required to
complete a series of trainings that included both online and face-to-face components. The online
training course provided general information about the program including expectations for the
field experiences and professional development on topics identified as areas of need through
programmatic evaluations. First-time CTs also completed an additional online clinical educator
training. The face-to-face training was a daylong session CTs attended over the summer prior to
hosting a PST. The session included programmatic updates from the coordinator and panel
presentations from program alumni about their experiences transitioning from PST to teacher in
RCSD and from veteran CTs about their experiences hosting a PST.
The two study participants were graduates of the second cohort of Evergreen EPP who
had been working in RCSD for over three years and were now eligible to serve as CTs for the
first time. Evergreen EPP had matured to the point where it was not only growing its own
teachers but was also growing its own CTs. Mrs. Maria Alvarez (pseudonym), was a 28-year-old
Hispanic female who was teaching seventh grade mathematics at an urban Title I school at the
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time of the study. Mr. Marty Brown (pseudonym), was a 32-year-old Caucasian male who was
teaching seventh grade mathematics at a rural Title I school during the study. Both participants
eei
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in 2016. Both participants were hired in RCSD for the 2016-2017 school year and remained at
their same schools for their first three years of teaching. At the time of the study, in the Fall of
2019, the participants were entering their fourth years of teaching and were still at the same
schools where they had begun their careers.
Purpose of Study and A Priori Questions
In this qualitative case study, I sought to understand the ways in which successful novice
middle school mathematics teachers serving as first-year CTs for PSTs from the same EPP where
they received their initial preparation conceptualize and enact their CT roles. In particular, I
addressed the following questions:
1. In what ways do two successful novice middle school mathematics teachers who serve as
first-year CTs for the same EPP where they received their initial teacher preparation
conceptualize CT roles?
2. I
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enactments of the roles?
3. In what ways do these teachers perceive being alumni of the same EPP as their PSTs
impacts the field experience for themselves and their PSTs?
Case Study Design
In order to address these questions, I employed a dual case study design that was both
descriptive and exploratory (Yin, 2018). According to Yin (2018), case studies may be
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about the phenomenon of first- ea CT c ce

ai ai

a d e ac

e

f hei

e (Yi ,

2018). The dual case design was employed to include two different cases that existed within the
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or phenomenon that are the subject of interest in a multiple case study. These two cases involved
participants who were of different genders, ethnicities, and who worked in different school
contexts. This allowed for a fuller exploration of the phenomenon of serving as first-year CTs.
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As I embarked on this research, I operated under the basic ontological assumption that
individuals construct their social reality in different ways depending upon their unique
circumstances (Lincoln & Guba, 2016). Further, I hold the epistemol gica be ief ha

he

relationship between the knower and the knowable (to-be-known) is highly person- and contextecific (Li c
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knowledge are at the core of the paradigm, or worldview, of constructivism. Stake (1995)
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approach to guide me in my quest for an understanding of the ways novice middle school
mathematics teachers conceptualize and enact their newly acquired role of CT. In line with this
ontological/epistemological stance, my objective in pursuing this inquiry was to understand a
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phenomenon (the act of serving as a first-year CT) as it was experienced and interpreted by the
participants themselves (Cohen, Manion, & Morrison, 2017).
I ec g i e he eache
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based on their prior experiences and knowledge, race, class, gender, personal and cultural values,
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subjective and does not exist independently of their interpretation or construction of the role
within their own unique and specific contexts. My goal was not to eliminate distinctive
individual perspectives, but rather to be aware of them and how they might aid understanding or
introduce bias (Simons, 2009). As a teacher educator and former CT myself, I certainly have my
own ideas about the CT role. I could not change this, but instead remained aware of it and
exercised care to avoid pushing my ideals onto the participants or basing my conclusions on my
thoughts versus what I observed or they directly stated. As the researcher I was intimately
entangled in the entire process. The fact that I interacted with the participants means I had some
degree of impact on their understanding and performing of the CT role. I strove for naturalistic
observation. Yet, I recognized that the introduction of myself as the researcher into the natural
environment altered it in some way (Stake, 1995). I first worked with each individual teacher to
uncover how he/she constructed the CT role. I then looked across the constructions held by the
individuals for commonalities or uniquenesses (Stake, 1995). Together we ultimately formed a
new construction of what exactly it means to be a CT.
Case study allows for co-constructed understanding with the participants and for the
researcher to take a self-reflexive approach (Simons, 2009). Lincoln and Guba (2016) contend
that:
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The case study is perhaps the only format that can remain true to the moral imperatives of
constructivism, that is, to serve as a credible representation of the various local
constructions encountered and of any consensus construction (if such can be attained)
that has emerged... (p. 80)
Hence, I employed a qualitative case study design. This design not only fit with my
constructivist paradigm but also with the desired outcomes of this research
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a detailed depiction of the conceptualization and enactment of the CT role as it exists within the
quintain of the cases.
Case Selection
Figure 2 (refer to p. 80) illustrates the cases within the quintain (Stake, 2006). Stake
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current work as an instructor and supervisor for Evergreen EPP, I have begun to reflect on the
critical importance of the CT. I have learned that PSTs are most influenced by CTs, and CTs
shape their beliefs, perspectives, and experiences more than any other individual involved in
their preparation. I have seen PSTs have wonderful clinical experiences under the mentorship of
outstanding CTs, and I have seen PSTs have awful clinical experiences with CTs that failed to
serve as effective mentors. Accordingly, I developed an intrinsic interest in gaining a deeper
understanding of the role that CTs play in teacher preparation and knew I needed to study these
cases because of their unique characteristics. The cases were comprised of alumni of a
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clinically-rich, specialized middle school mathematics EPP (Evergreen) who were employed by
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experiences when they were PSTs. The alumni were still novices in that they had been teaching
for less than five years (Kim & Roth, 2011). The alumni had completed three years of teaching
experience and were therefore eligible to serve as first-year CTs for their former EPP. They
were successful in that they met all of the criteria as outlined by Evergreen EPP for CT
eligibility. Criteria included being rated highly effective on district performance evaluat ions, the
district recommended them to serve as a CT, and their principals were in support of them hosting
a PST. In addition to meeting these criteria for CT eligibility, the participants happened to have
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students. The case study participants offered a unique perspective on the first-year CT
experience because they graduated from the same EPP as the PSTs that they mentored. Hence,
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stipulations that they then met and had the opportunity to assume that same role. Essentially,
they made the transition from PST to teacher to teacher educator.
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Further, the participants themselves embodied the exact product Evergreen EPP hopes to
produce. The goal of Evergreen EPP is to prepare, support, and retain (ideally in the partner
district) middle school mathematics teachers who enter the classroom with the abilities needed to
successfully teach the rigorous content standards to diverse young adolescent student
populations, including those in high-need schools. The participants had done just that and
therefore had some knowledge of what it would take for the PSTs to reach that point.
Additionally, the participants and the PSTs went through parallel experiences; this study
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seventh cohort. PSTs in Evergreen EPP participate in two semester-long practica in their junior
years and a yearlong residency experience in their senior years. The PSTs the participants
mentored were juniors who were engaging in their first semester-long practica, or Practicum 1,
experience. Duri g P ac ic
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four-hour days throughout the Fall 2019 semester or roughly 80 hours.
Data Collection
The data collection methods included: (1) observations of the co-teaching and/or coteaching interactions between the CTs and their PSTs recorded with typed field notes, (2) indepth, semi-structured interviews with the CTs that I audio recorded and transcribed, (3)
electronic documents of any written feedback the CTs provided to the PSTs, and (4) a researcher
journal. The A Priori questions along with the corresponding data sources and associated
theoretical frameworks are listed in Table 1.
Observations. The PSTs with whom the CTs were assigned to work were in their initial
field experience or Practicum 1. During Practicum 1, the PSTs spent the first half of the day in
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Table 1
A Priori Questions, Data Sources, and Theoretical Framework Matrix
A Priori Question

Data Sources

Theoretical Framework(s) to
Answer Question

1. In what ways do two
successful novice
middle school
mathematics teachers
who serve as first-year
CTs for the same EPP
where they received
their initial teacher
preparation
conceptualize CT
roles?

Interviews

B e & C e ca
(2012) Conceptions
Jackson & Ma ei
(2012) Thinking with
Theory:
De ida
Deconstruction
F ca
Power/
Knowledge
De e e De i e
B e
Performativity

2. In what ways do these
eache
conceptualizations of
CT roles align with
their enactments of the
roles?

Observations
Documents (Written
Feedback Provided
to PSTs)
Interviews (FollowUp Questions about
Observations)

H ff a e a . (2015)
Coaching Interactions
Jac
& Ma ei
(2012) Thinking with
Theory:
De ida
Deconstruction
F ca
Power/
Knowledge
De e e De i e
B e Pe f
ai i

3. In what ways do these
teachers perceive
being alumni of the
same EPP as their
PSTs impacts the field
experience for
themselves and their
PSTs?

Interviews

Jac
& Ma ei
(2012) Thinking with
Theory:
De ida
Deconstruction
F ca
Power/
Knowledge
De e e De i e
B e
Performativity
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the field with their CTs twice a week, typically on Mondays and Wednesdays, for 10 weeks of
the Fall semester. I conducted bi-weekly observations throughout the Practicum 1 field
experience, resulting in five four-hour observations of each of the two case study participants.
For each four-hour observation period, I observed (1) the co-teaching interactions between the
PST and CT and/or (2) the coaching/co-planning interactions between the PST and CT. I used
the observation data to help me answer the second research question about the alignment of
conceptualization with enactment of the CT role. Accordingly, my focus was on the CT versus
the PST or students. I was interested in seeing how the CT was enacting his/her role. As a US, I
frequently observe the interactions of PSTs and CTs in classrooms. I followed a similar process
to that which I engage in during supervision. I tried to provide a detailed account in my typed
field notes of exactly step-by-step what happened during the co-taught lesson and/or
coaching/co-planning session. I included comments or questions to clarify later during the
interviews. See Appendix C for the observation protocol.
Interviews. Each observation was accompanied by an in-depth, semi-structured
individual interview. I interviewed each of the two case study participants five times. Whenever
possible, I conducted the interviews on the same day or in the same week as the observation so it
was easier for the participants to recall what had occurred. The length of time of the interviews
varied depending o

he CT
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interview data to help me answer the first and third research questions about the
conceptualization of the CT role and the alumni impact. Throughout these interviews, I engaged
in conversations with the CTs about their conceptualizations of the CT role. At times I
referenced instances I observed to enrich the conversation (e.g., Did they say they conceptualize
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the role a certain way but perform it differently? Why? What might be the barriers to enacting
the CT role? What might support the enactment of the role?).
In the first interview with each participant, I obtained pertinent background and
contextual information and I inquired about their initial understanding of what it means to be a
CT and from where they believed this understanding stems. In the second, third, and fourth
interviews, I asked questions about the co-teaching and coaching interactions I observed in the
second, third, and fourth observations, in what ways their enactments of the role aligned or did
not align to their conceptualization and why, and in what ways their conceptualization of the role
was changing. In the fifth and final interviews of each participant, I asked follow-up questions
about the fifth observation, including why they enacted the practices that they did and asked
them again to articulate their conceptualizations of the role, how those changed over time, and
why. Throughout all of the interviews, I asked the participants to reflect on the impact that being
alumni of the same EPP as their PSTs had on the field experience for themselves and for their
PSTs. See Appendix D for the interview protocol. Figures 3 through 7 (see pp. 81-85) provide a
summary of the lengths of the observations and interviews and the amount of field note and
transcription data collected throughout the study.
Documents. I asked the two case study participants to share any and all written feedback
they provided to the PSTs with me electronically, as this was a part of their enactment of the CT
role (second research question). Both participants submitted the CT Assessment of Intern
Professionalism, which is a document that the US collects at the culmination of the Practicum 1
experience. See Appendix E for the document protocol.
Researcher journal. Hatch (2002) asserts it is imperative for all researchers, particularly
those conducting studies involving observations, to maintain a researcher journal. Keeping a
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collection process, I kept a journal of my thoughts, feelings, and experiences related to the two
cases. Maintaining the journal helped me to view the data more objectively. For example, when
in one of my early interviews with Mrs. Maria Alvarez I discovered a striking parallel between
the circumstances surrounding her first years of teaching and my own initial teaching
experiences, reflecting on my journal entry facilitated my realization that because of this
commonality I had to be careful not to confuse my own conceptualization of the CT role with
hers. Thus, the journal was useful in assisting me to achieve more balance in analyzing and
reporting the data.
Data Management
I kept all data confidential, stored on a password -protected computer, and only I had
access to the data. I used Temi.com, an online transcription service, to assist me with the
interview transcriptions. I listened to all audio recordings and checked and edited the
transcriptions to ensure accuracy. Upon downloading the finalized transcriptions, I deleted the
interview data from Temi.com. I uploaded and stored the transcriptions, field notes, written
documents, my researcher journal, and all other study-related information on Box.com, a secure
password protected cloud management service. I will destroy all data five years after the
completion of the study.
Data Analysis
S a e (1995) c
e a

fi a c

ia i

e d , a a

i i a a e

f gi i g

( . 71). Th , I bega da a a a
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phase so I could monitor my evolving impressions throughout the entire process. After I
conducted each observation, I developed my field notes into detailed accounts that included
a ide a d c

e a ie . A ide a e b ief, ef ec i e bi
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ic
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cci c

clarify, explain, interpret, or raise questions about some specific happening or process described
i a fie d

e (E e

ef ec i , ei he

, F e , & Sha , 2011, . 319). C
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(Emerson, Fretz, & Shaw, 2011, p. 323). Producing these detailed accounts helped me to
develop a better understanding of the co-teaching and coaching interactions I witnessed and
provided a record of my insights as they emerged to make them available for later further
analysis (Emerson, Fretz, & Shaw, 2011). A clarifying interview accompanied each observation.
With the support of Temi.com, an online transcription service, I transcribed each interview after
I had developed the field notes for the corresponding observation. I reviewed the transcriptions
to verify accuracy, and I also recorded my initial thoughts and questions. I reviewed the CT
Assessment of Intern Professionalism documents after I received them. I looked at this
documentation alongside the observation and interview data, and from all three of these sources,
I recorded my emerging analysis in my researcher journal.
Acc di g
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from the data. First, I took a holistic approach where I read through all of the data to try to get a
sense of the whole rather than trying to code individual components. Next, I reviewed my
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previous impressions I recorded in my researcher journal. This helped me to remember my
feelings and thoughts during the data collection process. I kept these memories in mind as I
proceeded with the data analysis. I then went back and looked at the information gathered from
each participant individually. For each individual participant, I developed a list of emerging
domains based on semantic relationships (e.g., __________ is a way to conceptualize the CT
role, or __________ is a way to enact the CT role). I went through each individual data record
again and coded for supporting/challenging data and revised the emerging domains accordingly.
I determined the themes within and across domains. I reviewed my interpretations of the data
with the participants and made any necessary adjustments (Hatch, 2002). I then looked across
the data records for each participant and searched for commonalities or uniquenesses (Stake,
1995). Ultimately, I determined the overarching themes and formed assertions based upon those
themes to answer my research questions (Stake, 2006). See Figure 8 on p. 86.
The Case Study Report
A S a e (1995) a e , he ca e
contributes to he eade

d

e

ca be

ga i ed i a

de a di g f he ca e ( . 122). I be ie e i i i

a ha
a

f

readers to first understand the context surrounding the case. The participants are both connected
in that they: (1) were graduates of the same EPP, (2) were in the same cohort, (3) worked in Title
I middle schools in the same district, (4) both taught mathematics, (5) had been teaching for the
same length of time, (6) were novices, (7) had been identified as successful, and (8) were acting
as CTs for the first time. Despite all of these factors that bound them together under the
umbrella of the quintain, there were also some differences that impacted their conceptualizations
and enactments of the CT role that readers need to be aware of. For example, they were placed
at different schools with different CTs for their field experiences when they were PSTs, and they
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taught at schools with varying student demographics. Because of these nuances, I wanted to
share background and contextual information about each individual participant upfront that
would help to better prepare the reader for the analysis. Additionally, because I applied a
c

ci i
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hi e ea ch, I eeded
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( . 102).
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form their own interpretations. I also included a cross-case analysis. The individual accounts
were necessary for exploring uniqueness, but the look across these accounts illustrated the
commonalities and provided the reader with a better understanding of the quintain (Stake, 1995,
2006).
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age

the reader to continue (p. 425). I want my readers to remain interested and engaged in the case
study report from beginning to end and therefore embedded vignettes throughout the report. I
also included exemplar quotes in the narratives to highlight certain aspects of the cases. My goal
a
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for vicarious experiences (Stake, 1995). In Figure 9 (see p. 87) I provide an outline of how I
orga i ed he ca e

d

e

. Af e he ca e

d
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c ed, I a

ied S a e

(1995) critique checklist (see Figure 10 on p. 88) to ensure its quality and made necessary
revisions.
Reflexivity
Simons (2009) argues exercising reflexivity is especially for qualitative case study
researchers because they are faced with the task of representing the experiences of their
participants and constructing an interpretation of the reality they observe and the stories they are
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told. Being reflexive is thi i g ab
bia e i f e ce he e ea ch (Si
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, 2009, . 13). I had c
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inquiry and, therefore, needed to take special care to reflect on the decisions I made throughout
the research process. I was an instructor and US for the same program where the CTs graduated
from and where the PSTs they were assigned to mentor came from. I had visited most of these
CTs classrooms and met all of them at different program events. Although I was never an
instructor or US for these CTs, I was partly responsible for developing the training they received.
I was the instructor for some of the methods courses the PSTs they were mentoring took. Thus, I
believed I could not totally separate myself from this research. As the CTs viewed me as a
teacher education expert, I anticipated they would ask me for advice during their first mentoring
experience. I likely shaped their understanding of the CT role. I was with them throughout the
entire process. I wanted to be a source of support for them and for them to feel like their
participation in the research was a meaningful and worthwhile endeavor. I was fully embedded
in every aspect of this research. By engaging in this work, I became a a

f he e CT

ie ,

and they became a part of mine. At times there were discrepancies in what I believed were the
characteristics of an effective mentor and what the CTs believed. I documented these as well as
other emerging thoughts and understandings in a researcher journal. As I prepared the case study
report, I strived to make my reflexivity fully transparent, so the readers are able to see how I
arrived at my interpretations of the data.
Quality Criteria
I

ed T ac

(2010) eigh c i e ia to ensure the quality of my qualitative case study

research. In Figure 11 (see p. 89), I describe how I addressed each criterion.
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Ethical Considerations
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and how I addressed them.
Ethical issues. As with any study involving human participants, ethical issues were
important for me to consider as I engaged in this research. I was studying graduates of the
program I worked for. They were hesitant to disclose to me any criticism they had of the
program. I was hesitant to include information in the data analysis that could paint the program
in a negative light. I pulled from such a small pool of possible participants (only graduates of
particular EPP who met criteria for serving as CTs) that despite my attempts to protect their
anonymity, it is possible that their identities could be uncovered. My observations included coteaching and coaching interactions. For all of these interactions, the PSTs were present.
Although I was not directly studying the PSTs, they might have felt somewhat uncomfortable
with me there observing because I was the instructor for one of the university-based courses they
took in the same semester. They might have felt pressure to show they knew more than they
actually did or have been distracted from the typical interactions (e.g., directed questions to me
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vs. CT). For some of these interactions, middle school students were present. Although the
students were not a focus of my research, they had questions about my presence or might have
behaved differently simply because there was an outside person in the room. By being there, I
could have had a detrimental or beneficial impact on student learning. I had to consider at what
level, if at all, should I interact with students. Because the CTs knew me as a US and instructor
and since I had brought PSTs on visits to their classrooms and helped plan their professional
development, they viewed me as an expert in the area of this research. They asked me questions
and sought my guidance and support. I had to consider how much of my thinking I should share
with them and how this would impact their understanding and enactment of their CT roles.
I took several steps to address these ethical issues. I clearly communicated my role as a
researcher and the intentions/purposes of the research to all affected parties (CT, PSTs, and
students). I ensured students and PSTs understood the focus of my observation was not on them
and their grades, etc. would not be impacted in any way. I did not include any information that
made the CTs feel uncomfortable or that might negatively impact them in some way. I discussed
my constructivist approach to this research with the participants. I explained that we would be
forming a shared construction of the CT role and that I would need their approval before
finalizing my interpretations of the data. I shared my analysis with the CTs and ensured they
were in agreement with the information that would be disseminated. I considered and was
e ii e

he CT i di id a c

e

a d a ided a i g j dge e

he e e hei

teaching and/or mentoring did not meet my personal criteria for success.
Limitations
A limitation of this study was that the participants might not have wanted to fully
disclose to me during the interviews because I worked for the same EPP where they graduated
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from and were serving as CTs for. For example, they might have been hesitant to honestly
answer questions pertaining to the quality of their own teaching preparation especially if they
perceived their preparation to have been ineffective. In an attempt to address this limitation, I
strove to develop a good rapport with my participants in the hopes that they would be open in
sharing their true conceptualizations with me.
The participants might have felt uncomfortable sharing their experiences and perceptions
for other reasons. For instance, they might not have wanted to share any criticism of their PSTs
or US with me because I too worked closely with those individuals. To counteract this concern,
I reassured my participants that all of their statements to me were confidential and I would not
divulge any information shared in the interviews with our mutual colleagues.
Another possible limitation was the participants might not have possessed the
communicative abilities needed to accurately portray their conceptualizations of the CT role. To
address this possibility, I employed many follow-up questions to allow the participants ample
opportunities to articulate their conceptualizations in diverse ways.
Further, even though I monitored my personal reactions to the data through the
maintenance of a researcher journal, I could not eliminate my biases about the CT role. Finally,
as with all qualitative inquiries, hermeneutic considerations were a limitation. My interpretation
of the data might be different from other researchers due to differences in our experiences,
perceptions, and epistemologies.
Chapter Summary
In this chapter, I described the context and participants of the study. I explained the
descriptive exploratory dual case study design that I utilized. I described the quintain
represented by the two cases and presented the case selection criteria. I detailed the various data
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collection methods, which included observations, interviews, documents, and a researcher
journal. I then shared my data management and data analysis processes. I discussed the nature
of the case study report and provided the checklist I used to ensure its quality. I explained the
concept of reflexivity and listed the criteria I used to ensure the quality of my study. I outlined
some ethical considerations and how I addressed them. I mentioned a few limitations of the
study. In the following chapter, I will present the individual analysis for Mrs. Maria Alvarez.

Figure 2. The cases in the quintain.
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Mrs. Maria Alvarez Observation Data
Field Notes

Observation

Date

Time

1

Monday
09/23/2019

Field Experience
Before School, Homeroom + 1st
Period, 2nd & 3rd Periods
8:00 am - 12:08 pm

5

2

Wednesday
10/02/2019

Field Experience
Before School, Homeroom + 1st
Period, 2nd & 3rd Periods
8:00 am - 12:08 pm

4

3

Wednesday
10/16/2019

Field Experience
Before School, Homeroom + 1st
Period, 2nd & 3rd Periods
8:00 am - 12:08 pm

5

4

Monday
10/21/2019

Field Experience
Before School, Homeroom + 1st
Period, 2nd & 3rd Periods
8:00 am - 12:08 pm

5

5

Monday
11/04/2019

Field Experience
Before School, Homeroom + 1st
Period, 2nd & 3rd Periods
8:00 am - 12:08 pm

4

Total

23

Number of Pages
Single Spaced

Figure 3. Summary of observation data collected for Mrs. Maria Alvarez.
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Mrs. Maria Alvarez Interview Data
Interview

Date

Time

1

Monday
09/23/2019

2

Recordings

Transcripts

Time in Minutes

Number of Pages
Single Spaced

Planning
5th Period
1:43 pm - 2:33 pm

42

22

Monday
10/07/2019

Planning
5th Period
1:43 pm - 2:33 pm

32

16

3

Wednesday
10/16/2019

Planning
5th Period
1:43 pm - 2:33 pm

37

20

4

Thursday
10/24/2019

Planning
5th Period
1:43 pm - 2:33 pm

38

16

5

Monday
11/04/2019

Planning
5th Period
1:43 pm - 2:33 pm

28

12

Total

177

86

Figure 4. Summary of interview data collected for Mrs. Maria Alvarez.
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Mr. Marty Brown Observation Data
Field Notes

Observation

Date

Time

1

Wednesday
09/25/2019

Field Experience
Before School + Homeroom, 1st,
2nd, 3rd, & 4th Periods
8:30 am - 12:30 pm

4

2

Wednesday
09/30/2019

Field Experience
Before School + Homeroom, 1st,
2nd, 3rd, & 4th Periods
8:30 am - 12:30 pm

6

3

Monday
10/14/2019

Field Experience
Before School + Homeroom, 1st,
2nd, 3rd, & 4th Periods
8:30 am - 12:30 pm

4

Monday
10/23/2019

Field Experience
Before School + Homeroom, 1st,
2nd, 3rd, & 4th Periods
8:30 am - 12:30 pm

7

5

Wednesday
11/13/2019

Field Experience
Before School + Homeroom, 1st,
2nd, 3rd, & 4th Periods
8:30 am - 12:30 pm

3

Total

26

Figure 5. Summary of observation data collected for Mr. Marty Brown.
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Number of Pages
Single Spaced

6

Mr. Marty Brown Interview Data
Interview

Date

Time

1

Wednesday
09/25/2019

2

Recordings

Transcripts

Time in Minutes

Number of Pages
Single Spaced

Planning
1st Period
9:27 am - 10:18 am

30

17

Wednesday
10/09/2019

Planning
1st Period
9:27 am - 10:18 am

37

20

3

Monday
10/14/2019

Planning
1st Period
9:27 am - 10:18 am

37

19

4

Monday
10/28/2019

Planning
1st Period
9:27 am - 10:18 am

26

12

5

Wednesday
11/13/2019

Planning
1st Period
9:27 am - 10:18 am

30

14

Total

190

82

Figure 6. Summary of interview data collected for Mr. Marty Brown.
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Combined Totals for Mrs. Maria Alvarez and Mr. Marty Brown
23 + 26 =

Observation Field Notes

49 pages
177 + 190 =

367 minutes
or
6.12 hours

Interview Recordings

86 + 82 =

Interview Transcripts

168 pages

Figure 7. Summary of observation and interview data collected for both participants.
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Step

Approach

1. Conduct holistic reading of the data

Interpretive

2. Review previous impressions

Interpretive

3. Develop emerging domains based on semantic
relationships

Inductive

4. Code for challenging/supporting data and
revise emerging domains

Inductive

5. Determine themes within and across domains

Inductive

6. Review interpretations with participants and
make adjustments

Interpretive

7. Search for commonalities and uniqueness
across individual data records (Stake, 1995)

Inductive (Cross-Case
Analysis)

8. Determine overarching themes and form
assertions based upon those themes (Stake,
2006)

Inductive

Figure 8. Steps for data analysis: Adapted c
interpretive analysis procedures.

bi a i
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f Ha ch (2002) i d c i e a d

Section

Description

Journey to Becoming a
Teacher and CT for Mrs.
Maria Alvarez (Chapter 4)
and Mr. Marty Brown
(Chapter 5)

Race/ethnicity, gender identification, age
Why chose to become a teacher
Nature of clinical placements as a PST (types of schools,
grade levels, student demographics, setting)
Current and previous (if applicable) school type (magnet,
Title I, neighborhood etc.), student demographics
(ethnicity, socioeconomic status, etc.) and setting (urban,
suburban, rural, etc.)
Current and previous positions and courses taught (grade
levels, contents)
Why chose to work in this/these types of schools and
positions
Teaching philosophy
Beliefs about teacher preparation
Why chose to become a CT

Conceptualization
Narrative for Mrs. Maria
Alvarez (Chapter 4) and
Mr. Marty Brown (Chapter
5)

Summary of interpretations for individual accounts with
supporting excerpts (e.g., quotes) (Hatch, 2002)

Alignment of
Conceptualization with
Enactment Narrative and
Embedded Vignettes for
Mrs. Maria Alvarez
(Chapter 4) and Mr. Marty
Brown (Chapter 5)

Summary of interpretations for individual accounts with
supporting excerpts (e.g., quotes, observations) (Hatch,
2002)
Vignettes to illustrate alignment (Stake, 1995)

Alumni Impact Narrative
for Mrs. Maria Alvarez
(Chapter 4) and Mr. Marty
Brown (Chapter 5)

Summary of interpretations for individual accounts with
supporting excerpts (e.g., quotes) (Hatch, 2002)

Cross-Case Analysis
(Chapter 6)

Summary of interpretations across individual accounts
(case as a whole) with supporting excerpts (e.g., quotes,
observations) (Hatch, 2002)

Assertions (Chapter 7)

Organization of interpretations into key claims and
presentation of those claims (Stake, 1995)

Figure 9. Organization of the case study report.

87

Critique Checklist for a Case Study Report
Did I present the report in a way that is easy to read?
Did I write cohesively? (Do all parts contribute to the whole?)
Did I follow a conceptual structure (themes/assertions)?
Did I develop the assertions in a serious and scholarly way?
Did I adequately define the case?
Did I provide a sense of story to the presentation of the case?
Did I provide vicarious experience to the reader?
Did I use quotations effectively?
Did I use headings, figures, appendices, etc. effectively?
Did I edit thoroughly edit the report and then polish it again?
Did I make sound assertions, neither over- or under-interpreting?
Did I pay adequate attention to the various contexts?
Did I present sufficient raw data?
Did I make my role as a researcher and my point of view apparent?
Did I make the nature of the intended audience apparent?
Did I show empathy for all sides?
Did I examine my personal intentions?
Did I ensure no individuals were put at risk?
Figure 10. Critique checklist for a case study report. Adapted from Stake, R. E. (1995). The art
of case study research (p. 131). Thousand Oaks, CA: Sage.
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Worthy Topic

The worthiness of the topic was established in the literature review.
The topic is relevant and timely because of the recent calls for an
increased focus on clinical teacher preparation. Clinical preparation
depends on quality CTs who are able and willing to act as schoolbased teacher educators. But, the specific part that CTs play in PST
teacher preparation had not been clearly defined. Thus, there was a
need to better understand how CTs conceptualize and enact their
roles.
The topic is significant because it addressed a gap in the literature
the ways in which successful novice CTs understand and perform
their roles.
The
ic i i e e i g beca e he a ici a had c e f
ci c e i ha he e e g ad a e f he same EPP that they served
as CTs for.

Rich Rigor

I established rigor by applying theory to inform all aspects of my
design
the selection of participants, the data collection
procedures, and my analysis.
I collected data for the duration of the field experience (Practicum 1)
during which the CTs were working with the PSTs.
My data collection sources included interviews, observations, and
written documents.

Sincerity

I showed sincerity by acknowledging my biases and relationship to
the study in a researcher reflexivity statement.
I exercised transparency about my research process and clearly
documented research activities and decisions in a researcher journal.

Credibility

To establish credibility, I used thick, rich description with sufficient
detail to provide vicarious experience to the readers.
I practiced crystallization by gathering multiple types of data and
applying several theoretical frameworks to get varied perspectives
and a deeper understanding of the complexities of the CT role.

Resonance

I e e ed he da a i a ae he ic a ha a ea
emotions.
I d each a ici a
h gh ig e e .

Significant Contribution

he eade

This was addressed in the literature view (see Worthy Topic).

Ethical

I explained the study and purpose to my prospective participants and
obtained informed consent.
I took measures to protect the anonymity of my participants.
See narrative below for a more detailed discussion of ethical
considerations.

Meaningful Coherence

I made adjustments to my study along the way as needed to ensure
that I achieved the stated purpose.
I ensured that my methods aligned with the constructivist approach I
took.
I made connections between the methods and assertions and the
reviewed literature.

Figure 11. Quality criteria.
89

Chapter 4: The Case of Mrs. Maria Alvarez
I

he fi
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a teacher and CT, including her field experiences, teaching experiences, and context surrounding
her position at the time of the study. In the second section, I discuss the ways in which Maria
conceptualized her CT role based on the analysis of the interview data. In the following section,
I demonstrate the align e

be

ee Ma ia

c ce

ai ai

a d e ac

e

f he CT

e

based on analysis of the interview, observation, and document data. In the final section, I present
the ways in which Maria perceived being an alumna of the same EPP as her PSTs as impact ing
the field experience.
Maria s Jo rne to Becoming a Teacher and CT
Mrs. Maria Alvarez is a 28-year-old Hispanic female who was born in Miami, Florida.
She is bilingual in English and Spanish. At the age of 12, Maria moved to River County
(pseudonym), a region of the southeastern United States. She completed middle school at
Central Middle School (CMS) and attended the high school across the street. Maria excelled in
mathematics. For all four years of high school, Maria served as a tutor at CMS in her former
eighth-g ade eache

a he a ic c a

. Se i g a a

a

ed Ma ia

ea

community service hours and to qualify for scholarships that she needed in order to afford higher
education. But, it was not just about the service hours for Maria. She truly enjoyed helping the
students at CMS. Maria was able to explain the mathematical concepts in ways that the students
could understand. In fact, many times they were able to understand her better than their actual
teacher. She could easily relate to the students, having been a student at CMS herself and being
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from the same community. Maria always knew she wanted to work with children and once
considered becoming a pediatrician. Nevertheless, her tutoring experiences influenced Maria to
pursue a career in mathematics education.
Field experiences. Despite her success as a tutor, Maria did not exactly have a smooth
transition into the classroom as a PST or a first-year teacher. During her first semester as a PST
in Southern State Universi

(SSU ) E e g ee EPP, Ma ia c

e ed he i i ia e e e -

long, Practicum 1, field experience in a seventh-grade mathematics class at the all-girls
preparatory middle school in River County School District (RCSD). Maria did not feel
welcomed by her first-ever CT and was only allowed to sit back and observe rather than to take
a ac i e

ei

he i

c i . Occa i a , Ma ia

P ac ic

1 CT did gi e he he

opportunity to go over the bell work problems. But, Maria felt she was overly-criticized and the
criticism she received was not constructive. For the most part, Maria sat in the back of the
ca

a i g

e . The ch
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ed b A

e a d Ma ia

key part of her instruction. However, the CT never let Ma ia
iPad a d e e
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[he ]
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F
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P acticum 2 CT was more willing to let her become involved in the

classroom. Maria did her second semester-long, Practicum 2, field experience in a seventh-grade
mathematics class at the all-boys preparatory middle school in RCSD. Although the girls and
boys schools were both Title I, urban, magnets with similar student demographics
(predominately African American followed by Hispanic), the single-sex contexts made the
schools seem worlds apart. Maria had a much better experience at the all-boys school in large
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For her yearlong final internship, Residency, Maria was in a sixth-grade mathematics
class at a suburban middle school in a predominantly White, affluent neighborhood in RCSD.
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Residency CT and was glad to finally be given some real ownership over the classroom, she
never felt like she was able to fully connect with the students who came from a neighborhood
that wa

hi g i e he
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Residency school. By the end of her Residency, Maria had come to the conclusion that she
needed to work with a different population of students.
Teaching experiences. When it came time to look for teaching positions, Maria learned
there was an opening at her former middle school, CMS, and at the all-boys school where she
had done her Practicum 2. Maria applied to both positions, but ended up getting hired at CMS to
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teach sixth and seventh g ade eg a a d f ed a he a ic ( F ed i he a e RCSD
assigned to inclusion classes where students with disabilities learn alongside their non-disabled
peers and the special education teacher co-teaches with the general education teacher to provide
support for all students). Maria struggled during her first year, particularly with classroom
management. She had experienced few to no behavioral problems during her Residency because
he
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j t [did] what they [had] to do because they
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like she was prepared for classroom management through her field experiences, she explained
the difficulty she faced in finding her personal management style:
No. Um, we did our whole classroom management plan and it was really fancy, like a
million pages long. And it all sounds great, but it's honestly not until you get into your
own class that you realize you don't know who you are as a teacher. Like me, I struggled
with what type of teacher I was. Was I a nice one? Was I a strict one? Was I somewhere
in the middle? I didn't know because I'd never had full control of a group of 30 kids.
Even in your final internship [Residency], it's your class, but you're still there with a
veteran teacher who knows how to control those groups of kids.
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management, Maria also experienced challenges in determining strategies that would best
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compared to those with whom she had worked during her Residency. At her Residency school,
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The summer after her first year teaching, Maria had a big decision to make. There was
an opening at the school where she completed her Residency and her former CT had
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[CMS] so I decided to give it a second chance and I refused the job offer at [my Residency
school]." I inquired whether Maria thought in hindsight that she had made the right choice and
she explained:
Yeah, because we got the administrative support. There was a whole revamp of
[administrators] who help[ed] us in the classroom and with the overall school
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teachers where we were actually able to just focus on teaching and not so much
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Maria remained committed to CMS and continued to teach there for her second, third,
and fourth years of service with no plans to leave anytime soon. Table 2 provides a trajectory of
Ma ia
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Table 2
Ta c

M . Ma a A a

T ac

E

c

Preservice Teacher
Early Field Experiences
Practicum 1
First Semester-Long
Field Experience
●
●
●
●
●
●
●

7th Grade
Urban
Magnet
All Girls School
Title I
School Grade: A
Student
Demographics:
○ Black: ~50%
○ Hispanic:
~30%
○ White: ~15%
○ Other: ~5%

Af e Ma ia

fi

●
●
●
●
●
●
●

Final Internship

Practicum 2
Second SemesterLong Field
Experience
th
7 Grade
Urban
Magnet
All Boys School
Title I
School Grade: B
Student
Demographics:
○ Black: ~50%
○ Hispanic:
~25%
○ White: ~15%
○ Other: ~10%

ea , CMS

Inservice
Teacher

Residency
Yearlong Internship

Novice Teacher
First through Fourth
Years of Service

6th Grade
Suburban
Neighborhood
School Grade: A
Student
Demographics:
○ White: ~65%
○ Hispanic:
~20%
○ Asian: ~5%
○ Black: ~5%
○ Other: ~5%

● 1st Year: 6th and
7th Grade Regular
and Fused
● 2nd Year: 7th
Grade Regular,
Fused, and
Advanced
● 3rd Year: 7th Grade
Regular,
Advanced, Gifted
● 4th Year (Time of
Study): 7th Grade
Regular,
Advanced, Gifted,
Fused
● Urban
● Title I
● School Grade: C
● Student
Demographics:
○ Hispanic:
~65%
○ Black: ~20%
○ White: ~10%
○ Other: ~5%

●
●
●
●
●

a ea ha f f he aff

gh

35 eache . The e

appointed principal was transferred from another school and many of her staff followed her to
CMS. Luckily, since then there has been little to no teacher t
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In her second year, Maria implemented a new management plan with established
routines, structures, and incentives that encouraged student accountability. This enabled her to
focus her attention on improving her instruction rather than dealing with behavior issues. By her
hi d ea , Ma ia

hi he

ide a d a

First-year CT experience. Ma ia

a ed CMS Teache
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g he fi
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f he Yea .
f g ad a e f

SSU

Evergreen EPP to gain three years of teaching experience making them eligible to serve as CTs.
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including holding a highly effective rating as measured by standardized test scores, being
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coordinator reached out to ask Maria if she would be interested in becoming a CT for the
program and she agreed. Over the summer prior to her fourth year, Maria completed the CT
training and attended the orientation where she met the two PSTs whom she would be mentoring
for the first time during the upcoming fall semester.
The new school year began in early August and Maria was assigned to teach all levels of
seventh grade mathematics offered at CMS: regular, gifted, advanced, and fused. In early
Se e be , Ma ia

PST

a ed hei i i ia e e e -long practica (Practicum 1) experience.

For Practicum 1 (and Practicum 2), PSTs in Evergreen EPP are paired with a Practicum partner.
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ge he a d ha e he a e CT. Ma ia
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ai
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classroom two days a week, on Mondays and Wednesdays. The PSTs arrived in the mornings
before school at the same time as Maria and left after her third period class to make it back to
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classes, lunch, or her planning period as these occurred in the second part of the school day.
Figure 12 shows the schedule the PSTs followed on the days they were in the field.
Before School

8:00 am

9:25 am

Homeroom + 1st Period
7 th Grade Advanced Math
9:25 am 10:20 am

2nd Period

7 th Grade

Advanced Math
10:24 am 11:14 am

3rd Period

7 th Grade Advanced Math
11:18 am 12:08 pm
*PSTs leave at the end of this period.

Figure 12. Fie d da

The PST fi

ched e f

M . Ma ia A a e

fie d e e ie ce a d Ma ia fi

PST .

CT experience ended in November just before

Thanksgiving. From the start of the field experience in September to the end in November, I had
the opportunity to observe Maria interacting with her PSTs on five different occasions and was
also able to ask her follow-up questions about what I had observed.
From the first day that Maria welcomed me into her classroom, I began to perceive her as
a compassionate individual who is always busy yet never too busy to help others. The more time
I spent with Maria, the more I noticed just how involved she is in her school. It seemed like each
day I visited CMS I learned about another role Maria held outside of the typical duties of a
classroom teacher. For instance, CMS teachers were not required to serve on committees, but
Maria volunteered to do so. She was on the social committee, which helped plan recognitions
for teachers. Maria coordinated events to celebrate National Hispanic Heritage Month, including
one involving the entire school of around 700 students. She served on the instructional
leadership team, who presented various strategies to teachers that they could incorporate to
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improve their instruction. Maria was also a member of the seventh-grade visible learning team.
The seventh grade was piloting visible ea i g,
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her guidance and support. When I asked Maria how she became someone who others came to
for guidance and support, she said:
I've kind of always been that person, but I think that only comes from my dedication and
my drive to be the best at whatever I'm doing. And people notice that. I try to do extra
stuff like the Hispanic Heritage or any other thing that I can help with. I will do it
because I want to be involved in my school. I don't want to just come and go like a lot of
teachers do. And that's up to them

B ,I a

be ha e

h ca he . I hi

people see that I'm willing to help wherever I'm needed and so they feel comfortable
coming to me. I don't get frustrated or anything with them, I can multitask pretty well.
Maria cared about CMS and wanted to be an active member of her school community. She also
wanted to be involved in Evergreen EPP, because she valued the experiences she had as a PST in
the program and hoped to pay it forward. Maria explained her rationale for becoming a CT:
I actually just wanted to give back to the program and be a part of it again. It was a really
good two years with the professors that we had, our supervisors, and even our classmates,
how we worked so hard together. It was a really good environment and I wanted to be a
part of it again. I wanted to assist and give back to the program.
Ma ia
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succeed influenced her personal teaching philosophy. She stated:
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I feel like my philosophy is very cheesy, but it's that any student can do anything. And
that connects to the high expectations that you have for them. I've had several
c
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they're level ones or twos [scoring levels on the end -of-the-year statewide standardized
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actually ever get higher. So it's like teaching them at that level three or level four,
[setting] that high expectation that this is where you need to be by the end of this unit or
by the end of the year, [the students] know what their goal is. So they're going to work
towards that goal. But if you give them the easiest things in the world, they're never
going to actually grow. So it's just that mentality that anybody can do it.
I asked Maria how her mentoring philosophy compared to her teaching philosophy. She
believed the two were pretty similar as she held high expectations for both her students and her
PSTs. Maria stated:
I have told [my PSTs] that I want them to have the experiences in my classroom where
they feel like they've actually learned something even if it is the smallest thing. So
pushing them to be up in front of the class or create any activity or whatever because I
don't want them to feel like how I felt where one of my Practicums was just a waste of
time honestly.
Ma ia

e e ie ce a a PST i SSU E e g ee EPP a ea ed

ha e ha ed he

mentoring philosophy and, in turn, impacted the ways in which she conceptualized her CT role.
Conceptualization
I uncovered four main ways in which Maria conceptualized her CT role through the
analysis of the interview data. Maria conceptualized her CT role as: (1) a creator of a
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comfortable learning environment, (2) a provider of appropriate supports, (3) a facilitator of
teaching experiences, and (4) a developer of professional expertise. Each of these broad
conceptualizations include more specific understandings of the CT role. These are listed under
the included terms section of Table 3.
Table 3
Conceptualization Individual Analysis: Mrs. Maria Alvarez

A Priori Question 1: Conceptualization
In what ways do two successful novice middle level mathematics teachers who serve as firstyear CTs for the same EPP where they received their initial teacher preparation conceptualize
CT roles?
Creator of a Comfortable Learning Environment
Included Terms
Establishing rapport
Embracing mistakes
Maintaining structure

Semantic Relationship

Cover Term

are ways to

conceptualize the CT role

Provider of Appropriate Supports
Included Terms
Giving constructive
feedback
Personalizing teaching
experiences

Semantic Relationship

Cover Term

are ways to

conceptualize the CT role

Facilitator of Teaching Experiences
Included Terms
Engaging in co-planning
and co-teaching
Assisting as needed

Semantic Relationship

Cover Term

are ways to

conceptualize the CT role
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Table 3 (continued)
Developer of Professional Expertise
Included Terms

Semantic Relationship

Cover Term

are ways to

conceptualize the CT role

Revealing the realities of
teaching
Teaching self-advocacy

Creator of a comfortable learning environment. The first main way Maria
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own Practicum 1 experience, she had a CT who did not make her feel welcomed and this
negatively affected her ability to grow and develop as a PST. It was important to Maria that she
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de c ibe

her role as a CT during each of our interviews, and consistently (in all five interviews) her
responses began with a discussion of her responsibility to make the PSTs feel comfortable in her
classroom. When unpacking this overarching conceptualization further with Maria, I discovered
she believed she could achieve comfortability through establishing rapport with her PSTs,
embracing mistakes, and maintaining structure.
Establishing rapport. Maria conceptualized the first aspect of creating a comfortable
learning environment as establishing rapport. This process begins with setting shared
expectations for the field experience and culminates in the PSTs feeling comfortable in
approaching their CT to express their learning needs. This is illustrated in the interview excerpt
below when I asked Maria what advice she would give other teachers who are preparing to serve
as a CT for the first time:
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I would say to have a clear idea of what you want out of [the PSTs] in the class, but also
have them express what they need from you as well. Put a clear expectation of what
needs to be done within the whole process. And not having it be where [the PSTs are]
just coming in and that's it. But having a clear checklist of what needs to be
acc
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checklist that they have for
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Embracing mistakes. In addition to establishing rapport, embracing mistakes may also
help to create a learning environment where PSTs feel comfortable practicing teaching. Maria
discussed this in the following interview excerpt when I asked her what she believed her role was
as a CT:
I believe my role is to provide a learning environment for the [PSTs] to feel comfortable
to try things that they feel like they may want to try as an actual in-class teacher. I feel
i e i ' be e

a d fai i a [CT ] c a

beca e a ea

he [CT] ca fi i if

something needs to be fixed. But it's kind of hard to fix it as a new teacher in a class full
of kids that might make you stressed out. So at least trying it here and then we can kind
of talk about it. And ideas aren't always horrible. It's just they need to be tailored and
adjusted. So if [the PSTs] have an idea that bombs, that's fine and it's just then going
back and seeing how we should fix it to make it better.
Maria believed part of her role was to help PSTs learn from their mistakes and view them as
opportunities for professional growth.
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Maintaining structure. A third and final way Maria conceptualized her role as a creator
of a comfortable learning environment was to maintain structure for her PSTs. As a first -time
CT, Ma ia

c ce

ai ai

f her role continued to evolve throughout the field experience.

Maria shared her new insights regarding ways to maintain structure when I asked her if she still
agreed with her previous description of her role as a CT or if there was anything she wanted t o
add or change:
I still agree with that. I would say it also me being comfortable as well, knowing what
[the PSTs] need. I know [Evergreen EPP] sent us all the documents for CTs, but it was a
lot of documents. And I kind of skimmed over them, like at the very beginning [of the
field experience]. So I know what my responsibilities as a CT are, but I don't remember
every little task that they have to do. In the future I would probably do a weekly check in
with [the PSTs] about what they still need to do. To help them make a plan of how to
complete those tasks rather than trying to shove it all in and then have the [PSTs] not
really know what [the tasks] mean.
Maria realized that PSTs are uncomfortable when they have to face the unknown either in terms
of what is going to happen or what is expected of them. By providing regularly scheduled
activities, such as weekly check ins, Maria could give the PSTs the comfort of knowing that this
activity will occur. By helping her PSTs make plans for fulfilling their responsibilities, Maria
could give her PSTs a sense of what is expected of them.
Provider of appropriate supports. A second main way Maria conceptualized her CT
role was as a provider of appropriate supports. Maria believed that she should equip her PSTs
with all of the tools needed to grow as aspiring teachers. She recognized that because Practicum
1 a he PST first ever teaching experience, they might come into her classroom with some
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amount of anxiety and trepidation. Maria felt that she had a responsibility to provide ongoing
ba ed
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alization,

Maria explained that giving constructive feedback and personalizing teaching experiences were
the key ways she felt she could support her PSTs.
Giving constructive feedback. Maria believed that one way to provide appropriate
supports was to give constructive feedback. In reflecting on her experiences as a PST, Maria
recalled that she received criticisms that were not helpful to her professional growth. She
believed that as a CT, she had a responsibility to ensure that the feedback she gave her PSTs was
encouraging and led towards the development of improved practice. She wanted to focus on
what her PSTs could do rather than what they did not do. She wanted her PSTs to understand
that the purpose of her feedback was not to criticize them but rather to help them become better
teachers. In one of our interview conversations, Maria shared:
I try to give feedback in a constructive way. I don't want [the PSTs] to feel
uncomfortable. If I feel like [my feedback] might come across in a bad way, I'll give
them a disclaimer. You know, like explain I'm not trying to be any type of way with it if
I'm saying it this way. So they understand where I'm coming from, that I'm just trying to
help them, and if they feel comfortable applying [my suggestions], then they do. If not,
then you know, it's just like I said, I want to feel them out to see where they feel
comfortable and I'm not going to push them further than what they feel that they're able
to.
Maria believed it was important to deliver feedback in such a way that the PSTs would not feel
pressured to implement the feedback before they felt ready to do so. She wanted each PST to be
able to progress at his or her own pace.
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Personalizing teaching experiences. A second way Maria conceptualized providing
appropriate supports was personalizing teaching experiences. Below, Maria discussed the
importance of tailoring practice teaching experiences to individual needs of her PSTs:
I've mentioned it before, it's just being open to new ideas and providing an environment
that the [PSTs] feel comfortable learning in, growing in, and trying new things in. So
ha he ca

e [ ha he
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i hed i P ac ic

1] a a a i g
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f
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next experience. Whatever they were able to accomplish in my class, I would expect
they would do that starting off in Practicum 2. [The PSTs] feel comfortable doing bell
works, they feel comfortable doing homeworks. Have a little mini resume type thing.
Like, I've been able to do this in my first Practicum, and I want to start from there and
build on that. Knowing what they need and tailoring whatever you have to do in your
class so [the PSTs] can have those experiences.
Maria was concerned with helping her PSTs not just while they were with her, but also with
positioning them for success in their future field experiences.
Facilitator of teaching experiences. A third main way Maria conceptualized her CT
role was as a facilitator of teaching experiences. She discussed how when she was a PST in
Evergreen EPP, many of her cohort members shared that their CTs treated them like personal
assistants rather than developing professionals. She remembered being given limited
opportunities to teach during her Practicum 1 and was determined to do better for her PSTs. In
our second interview session, I asked Maria if her idea of what it meant to be CT had changed at
all since she first decided to become one and if there was anything about the role that surprised
her. Maria described her shift in her understanding of the role of a CT:
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Nothing surprised me, but it did change. Only because I always thought that the
P ac ic
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going in a class, taking notes on what the teacher was doing, and that was literally it.
And it wasn't until we got the packet of like the expectations [from Evergreen EPP] that I
saw that there were much needed changes in the program of [the PSTs] actually being
involved and having to do certain things in the classroom. [The packet] pinpoints those
small goals for them within the classroom. Because going to a conference night, going to
a basketball game, those are like the types of things that we had to do [when we were in
the program that] really wouldn't necessarily benefit us in the classroom, you know? So,
when I saw [the expectations] that's where my shift was in understanding what this was
all about. It wasn't about [the PSTs] just coming in and watching me. It was about them
coming in and learning and feeling comfortable doing what they would have to do in a
classroom.
As part of her conceptualization of her role as a facilitator of teaching experiences, Maria
envisioned two tasks that she needed to accomplish. The first was to help her PSTs have
teaching experiences by engaging in co-planning and co-teaching. The second was to ensure
those experiences were successful by providing assistance as needed.
Engaging in co-planning and co-teaching. In the summer before the study, Maria
ea ed ab
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view the purpose of Practicum 1 differently and accordingly, she began to conceptualize her role
differently. She immediately started to think about how the Practicum 1 experience could be
more beneficial for her PSTs than it had been for her when she was a PST. The added benefit for

106

PSTs was the opportunity for more practice teaching experiences and thus Ma ia

e a a CT

was to facilitate those experiences.
Maria expressed the conceptualization of her role as a facilitator of teaching experiences
directly in the quote below:
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environment where they can teach and work with kids. And really like I've talked about
before, letting [the PSTs] try anything that they feel comfortable with. Just giving them
the experiences in the classroom.
In breaking down this conceptualization further with Maria, I learned that she equated giving her
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c -teaching and co-

planning.
Assisting as needed. Maria conceptualized part of her role as a facilitator of teaching
experiences as assisting her PSTs as needed during their co-planning and co-teaching
interactions. She discussed her role in assisting her PSTs in the following interview excerpt:
I think my role is, like I said before, to provide [the PSTs] with an environment that they
feel comfortable with learning and teaching and doing all the things that they would have
to do as a first year teacher. But to be able to do those things in an environment where if
they make a mistake, they have support. They know I will back them up and fix it if I
eed
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it's having them get to that point where they want to try. I'm constantly asking them,
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When Maria talked about backing up her PSTs and fixing mistakes for them, this is her way of
assisting as needed during opportunities for co-planning and co-teaching.
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Developer of professional expertise. The fourth main way Maria conceptualized her
CT role was as a developer of professional expertise. Maria wanted her PSTs to leave the
Practicum 1 experience feeling like they were ready to take on more responsibilities in their
Practicum 2. She hoped that the responsibilities they had with her would become automatic
processes allowing them to shift their focus to other aspects of teaching as they progressed
through the EPP. Furthermore, Maria wanted to give her PSTs a clear picture of what teaching is
really like and to help them learn how to identify their own professional needs and seek out
opportunities to have those needs fulfilled. These desires led Maria to conceptualize her role as a
developer of professional expertise as revealing the realities of teaching and teaching self advocacy.
Revealing the realities of teaching. Maria realized that teaching is a difficult profession
and not for everyone. She wanted to make sure that her PSTs could use the Practicum 1
experience to help them determine whether teaching was really what they wanted to do. Maria
believed part of her role as a developer of professional expertise was to reveal the realities of
teaching:
I a

gi e he

h e e e ie ce

ha I a

ha e had

he e he ea

if they even want to do this. Because a lot of my cohort members...decided not to teach
anymore. So [my role] is to give [the PSTs] experiences that you would normally have
[as a classroom teacher] to help them make that decision if this is something that they
truly want to do or not.
In the above interview excerpt, Maria clearly connected the realistic view of teaching that can
be b ai ed h

gh e e ie ce

i h he PST f
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e ca ee deci i
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Teaching self-advocacy. A second way Maria conceptualized her role as a developer of
professional expertise was teaching self-advocacy. In one of our conversations, I asked Maria to
tell me more about her role as a CT. She responded:
I feel like my role is to provide an environment that allows [the PSTs] to learn and feel
comfortable to try new things with their teaching, new strategies that they feel like they
may use in their classroom. But not to push them in any way that they feel
uncomfortable and then do not learn. Having that discussion with them of what their goal
is for [Practicum 1] so that they can then know that I'm looking for that goal towards the
end of the semester. To help them feel comfortable doing the bell works and the
homeworks and not have any hesitation. Because that way they can then kind of check
those things off of their lists for next semester and focus on other things beyond bell
works and homework in [Practicum 2]. In my Practicums that was basically all we did
both semesters. So it was like a year of just doing bell works and homeworks....But I also
want them to be their own self-ad

ca e . F

he

fee c

f

ab e a i g, Ma ia,

you know, today, or maybe next week I want to try doing this activity.
In discussing this further with Maria, I realized that it was her goal to help her PSTs have better
Practicum experiences than she had as a PST. Part of her strategy to get that to happen was to
teach her PSTs how to advocate for themselves, particularly when it came to asking for practice
teaching experiences. Her intention was for those self-advocacy skills to continue on in future
field experiences with other CTs.
Alignment of Conceptualization with Enactment
From my analysis of the interview, observation, and document data, I found specific
ways in which Maria enacted her conceptualizations of her CT role. Each included term in
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Ma ia

c ce

ai ai
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d be i ed
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e i c ded e

e a ed

he

enactment. These are listed in Table 4. Following the table are four subsections corresponding
to each overarching theme related to both conceptualization and enactment. The subsections will
begin with vignettes based on observations. I will then present additional data from the
observations and quotes from the interviews to further demonstrate the alignment between
Ma ia

c ce

ai ai

a d enactment of her CT role. This data will also support the included

terms for enactment associated with each of the four overarching themes.
Table 4
Alignment Individual Analysis: Mrs. Maria Alvarez

A Priori Question 2: Alignment of Conceptualization with Enactment
I

a

a

ac

c c

a a
the roles?

CT

a

ac

Creator of a Comfortable Learning Environment
Conceptualized
as...
Establishing
rapport

Included Terms
Enacted by...

Semantic
Relationship

Cover Term

are ways to

enact the CT role

Checking in
Sharing personal
experiences

Embracing
mistakes

Reassuring

Maintaining
structure

Following a
consistent routine
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Table 4 (continued)
Provider of Appropriate Supports
Conceptualized
as...

Giving
constructive
feedback
Personalizing
teaching
experiences

Included Terms
Enacted by...

Semantic
Relationship

Cover Term

are ways to

enact the CT role

Debriefing during
transitions
Assessing
individual needs
Modifying
approach
Facilitator of Teaching Experiences

Conceptualized
as...

Engaging in coplanning and
co-teaching

Assisting as
needed

Included Terms
Enacted by...
Previewing the
lesson
Affording
opportunities to
work with
individual and/or
small groups of
students
Providing
opportunities to
lead a part of the
lesson
Scaffolding
teaching practice
Adding on
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Semantic
Relationship

Cover Term

are ways to

enact the CT role

Table 4 (continued)
Developer of Professional Expertise
Conceptualized
as...

Revealing the
realities of
teaching

Teaching selfadvocacy

Included Terms
Enacted by...

Semantic
Relationship

Cover Term

are ways to

enact the CT role

Explaining
rationale for
instructional
decisions
Discussing
student concerns
Arranging
opportunities to
visit other
classrooms

Goal setting
Listening and
responding to
needs

Creator of a comfortable learning environment. It is before school and Maria is
a

a

PST . S

b

a

groups of three to create their own original expressions given a simplified expression. PST1
asks if he should encourage students to use the distributive property in their expressions. Maria
a

ca

a

ac

b

c

c

b a
bab a
I
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b
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tra credit on the board. Another

ac
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c
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?

a
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pairs when I was in school. There are a lot of things you know with
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.
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Ma a

PSTs

yellow and red counters that are often used to model addition of positive and negative numbers.
She explains that there are many different ways to model integer addition, but she likes to have
students draw the problems out because they will not have counters on standardized
assessments. She writes -4 + 6 and draws out four negatives and six positives underneath the
problem on the board. Maria models for the PSTs that there are four zero pairs (positive and
negative that add to zero) and the answer is what is left (positive two). A little later Maria asks
PST , S , a

a ?

T

PST

a

a

a

geometry test back and say they wish all their professors could be more like their number
concepts professor who has everything so together. Maria tells them to remember that when
they start teaching. She shows the PSTs examples of unit tests that she recently graded and
explains how she allows students to earn some points back through corrections.
The ig e e ab

e high igh a

a h

f he a ig

e

be

ee Ma ia

conceptualization and enactment of her role as a creator of a comfortable learning environment.
This alignment persisted throughout the field experience. Maria conceptualized her role as a
creator of a comfortable learning environment as: (1) establishing rapport, (2) embracing
mistakes, and (3) maintaining structure. The vignette captures part of one morning before school
Maria spent with her PSTs enacting her role of creator of a comfortable learning environment.
I

hi

ig e e, Ma ia e ab i he
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She maintains structure by: (1) following a consistent routine (e.g., going over the plan for
da

e

).

Checking in and sharing personal experiences. One way Maria conceptualized the role
of creator of a comfortable learning environment was as establishing rapport. Maria worked to
establish rapport with her PSTs by checking in and sharing personal experiences. Each morning
before school when the PSTs arrived i Ma ia c a

, he

d chec i

i h he

ee

how they were doing. She would ask them about their families, their SSU classes, or other
things going on in their lives. In one of our interviews Maria stated:
I also talk to them about things that are happening in their own courses at SSU. Being
that I took some of the same courses, they talk to me about it. I give advice as I can, like
about one of their geometry classes they're struggling with or whatever. They feel
comfortable talking to me about it since I am an [alumna]. So, we're able to relate in that
way and talk about those things.
I observed several times that at various other points throughout the day, Maria would check in
with the PSTs about their perceptions of their own performance and any questions or concerns
he

igh ha e. D i g

e f

i e ie

di c

i

, Ma ia ha ed, I a

[ he PST ]

about what their goal is for that day. I had some conversations last week with them about where
they want to end up at the end f hi e e e . Ma ia

de ed e f-disclosure for her PSTs by

sharing some of her own personal experiences. She would often share with them stories about
her own experiences as a PST, both positive and negative. She also shared her experiences as a
classroom teacher. In her sharing of experiences, Maria admitted to mistakes that she had made
and told them about her successes.
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Reassuring. A second way Maria conceptualized her role as creator of a comfortable
learning environment was as embracing mistakes. To help her PSTs embrace mistakes, Maria
provided frequent verbal reassurances. Throughout the observations, whenever one of the PSTs
was discouraged about a mistake he/she made, Maria would give reassurance and reframe the
incident in a more positive light. For instance, I observed the following interaction between
Maria and PST1:
PST1 was working with a student individually on the standardized assessment
preparation problems. He went over to Maria and her for advice. He explained that the
student was able to obtain the correct answer, but did not set up the problem correctly.
He told the student to redo his work. The student became upset and questioned PST1
about why he had to do it again when he got the right answer. PST1 wanted to know if
Maria thought this was the appropriate approach to take. Maria told PST1 to trust his
judgment and explained that the standardized assessment sometimes requires students to
e

he

be

. She aid, I

a a

j

ab

ge i g he igh a

e.

Maria then addressed the entire class, reminding them of the importance of showing all of
their steps.
When the PSTs demonstrated hesitancy or a lack of confidence in their teaching abilities, Maria
would reassure them that they could do it and she believed in them. She would remind them that
they are just starting out and cannot expect themselves to be perfect. Maria would critique her
own performance and tell the PSTs that teachers must be lifelong learners because you can
always improve.
Following a consistent routine. A third way Maria conceptualized her role as creator of
a comfortable learning environment was maintaining structure. Maria enacted this structure by
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observed Maria go over the plan for the lesson with the PSTs before school. She explained:
So when [the PSTs] got here, like I normally do in the mornings, I talked to them about
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On Mondays, Maria would also go over the agenda for the upcoming week and share what had
happened on Thursday and Friday of the previous week. On Wednesdays, Maria would tell the
PSTs what they had missed on Tuesday. Each day during first period, Maria assumed
responsibility for all of the whole group instruction while the PSTs observed her teaching. Both
she and the PSTs provided assistance to individual and/or small groups of students. During
second period, one of the PSTs would lead a portion of the lesson such as bell work while Maria
and the other PST observed. In third period, the PST who had not yet led a portion of the lesson
would do so. Between each period, Maria would debrief with the PSTs as students were
transitioning in and out of the classroom. Maria maintained this same routine throughout the
Practicum 1 experience.
Provider of appropriate supports. At 10:20 am, at the end of first period, Maria
dismisses the class. During the transition, she asks the PSTs who would like to do bell work
during second period and if they would like to try giving the notes too. PST1 says he would like
to do bell work and PST2 says she would prefer to wait until third period. Both PSTs say they do
not think they are ready to give the notes. Maria tells them she thinks they could do it but will
not push them if they do not feel comfortable. She says the PSTs can try leading notes on a
different day when they have more time to prepare in the morning. At 11:11 am, at the end of
second period, the bell rings. Students pack up and return their calculators. Maria dismisses
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the class at 11:14 am. During the transition, Maria tells PST1 he did a good job of encouraging
students to use the vocabulary when he went over the bell work and to remember to ask them to
explain their thinking when giving an answer. At 12:05 pm, at the end of third period, the bell
a

Ma a a

ac

. S

PST

a

a

their task lists for the activities they completed today. Maria asks PST2 how she thought bell
work went and PST2 says she is starting to feel more confident in front of the class. Maria says
she is doing much better with her teacher presence and to remember to ask students for each
step instead of telling them the steps. At 12:08 pm, Maria dismisses the students. She tells the
PSTs that she hopes their afternoon SSU classes go well and that she will see them on
Wednesday.
The

ceedi g ig e e gi e a ic
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conceptualization and enactment of her role as a provider of appropriate supports. This
alignment was maintained throughout the field experience. Maria conceptualized her role as a
provider of appropriate supports as: (1) giving constructive feedback and (2) personalizing
teaching experiences. The vignette presented documents the moments between class periods
Maria spent with her PSTs enacting her role of provider of appropriate supports. In the vignette,
Maria gives constructive feedback by: (1) debriefing transitions (e.g., tells PST1 he did a good
job of encouraging students to use the vocabulary when he went over the bell work and to
remember to ask them to explain their thinking when giving an answer). She personalizes
teaching experiences by: (1) assessing individual needs (e.g., asks the PSTs who would like to do
bell work during second period and if they would like to try giving the notes too) and (2)
modifying approach (e.g., says the PSTs can try leading notes on a different day when they have
more time to prepare in the morning).
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Debriefing during transitions. One way Maria conceptualized the role of provider of
appropriate supports was as giving constructive feedback. In her enactment, Maria gave
constructive feedback by debriefing with her PSTs during transitions. Although Maria
recognized the importance of providing feedback, she had limited opportunities to do so. Her
planning period occurred after the PSTs had already left for the day. In one of our interviews
Maria shared:
So the only planning time I have with [the PSTs] is in the morning. And then during
class we have to get to d i g ha

e ha e

d . A d he e

ea

a

f i ei

between that we can talk about stuff, unfortunately. Cause I know like the other interns
[another PST pair placed with a different CT at CMS] that are here, they have second
period off so they have that opportunity to at least teach one class and then talk about
ha ha e ed. B

ed

ge ha i e

ge he .

Misalignment. To reconcile these time constraints with her understanding of the
importance of giving constructive feedback, Maria had to take advantage of the short transitions
between classes to conduct debriefing sessions. These debriefing sessions represented a
i a ig
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enactment. Consistently throughout the field experience I observed that after first period, Maria
would quickly answer any questions the PSTs had and make sure that the PST who was leading a
portion of second period was ready to do so. After second period, Maria would debrief with the
PST who had just taught part of the lesson. She would ask the PST how he/she thought it went,
celebrate strengths, and suggest areas for continued growth. She would do this same kind of
debriefing with the PST who taught in third period at the end of that class. Before the PSTs left
for the day, Maria would give them brief compliments on their performance and encourage them
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to think about what aspect of their teaching they wanted to focus on during their next school day
together. Maria did have one opportunity to provide formal feedback at the end of the semester
h
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the document:
PST1: Continue to show interest in the profession by asking questions like you normally
do and putting what you learn into practice.
PST2: Continue to push yourself as I saw you do this semester and you will begin to feel
truly comfortable in the classroom.
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Assessing individual needs and modifying approach. Another way Maria
conceptualized the role of provider of appropriate supports was as personalizing teaching
experiences. In terms of enactment, Maria personalized the experiences for her PSTs by
assessing their individual needs and then modifying her approach. Throughout the Practicum 1
experience I observed Maria continually asking her PSTs what they felt comfortable doing and
what they needed to progress. She would also regularly monitor their body language to detect
signs of comfort or discomfort with various activities. In one of our interviews she explained,
j
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example of how Maria modified her approach was adjusting when the PSTs taught. At the
beginning of the field experience, PST2 was not as confident in her teaching abilities and was
nervous to get in front of the class. PST1 felt more comfortable and was more eager to lead the
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class. Maria assigned PST1 to teach first in the day allowing PST2 more opportunities to
observe and become comfortable before she was responsible for leading a part of the lesson.
Later on in the field experience, PST2 gained confidence and Maria then had her teach first:
Kia: Before I've seen you follow the same routine. You lead the bell work the first class
and then [PST1] will do the second class, and then [PST2] will do the third class. Was
that the same today?
Maria: They actually switched today. [PST2] wants to start doing it first.
Kia: Oh good!
Maria: [PST2] made that verbal suggestion to [PST1] last week. She wanted to start
doing it first now. So she actually did the second period one first and then [PST2]
followed up in third period.
Kia: Oh awesome! I mean that shows that she must be gaining some confidence because
before it seemed like she was a little more hesitant.
Maria: Yeah. A d I did a
a
f
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Another example of how Maria modified her approach was in supporting the PSTs in their
completion of the Practicum 1 task list. Evergreen EPP gave the PSTs a list of Practicum tasks
with some required tasks (e.g., observe your Practicum partner and discuss your observation with
him/her, attend a parent-teacher conference or open house) all PSTs must complete other
optional tasks (e.g., assist students in making up missed work due to absences, attend an
extracurricular activity) that PSTs can choose a few to complete. For the choice tasks, Maria
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allowed each PST to choose what he/she wanted to do and made sure that their choices were
honored.
Facilitator of teaching experiences. In the morning before school, Maria gives the
PST a

a

a

a

. D

, Ma a

b

work problems with the class, which involve determining the constant of proportionality from an
equation. The PSTs stand in the back of the room and watch. Later, just before second period,
Maria stands at the door to greet students as they enter the classroom. The students pick up
calculators, go to their desks, and begin working on their bell work. The PSTs walk around and
answer questions about the problems. At about 10:25 am, Maria shuts the classroom door and
sets a timer for bell work. When the timer goes off, PST1 comes up to the board to go over the
problems with the class. Maria and PST2 stand and watch. PST1 asks the class how to
determine the constant of proportionality, k. He calls on a student who states to divide by the
number in front of y on both sides. PST1 asks another student what the name of a number in
front of a variable is. The student answers a coefficient. PST1 sets up the division of the
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equals one and one times y is just y. After PST1 finishes going over the bell work, Maria goes
over the agenda for the week with the class.
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enactment of her role as a facilitator of teaching experiences. This alignment persisted for the
duration of the field experience. Maria conceptualized her role as a facilitator of teaching
experiences as: (1) engaging in co-planning and co-teaching and (2) assisting as needed. The
vignette highlights an example of how Maria enacted her role of facilitator of teaching
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experiences. In the vignette, Maria engages in co-planning and co-teaching by: (1) previewing
he e

(e.g., gi e he PST a
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f he age da f
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esson), (2) affording

opportunities to work with individual and/or small groups of students (e.g., the PSTs walk
around and answer questions about the problems), and (3) providing opportunities to lead a part
of the lesson (e.g., PST1 comes up to the board to go over the problems with the class). She
assists when needed by: (1) scaffolding teaching practice (e.g., during first period, Maria goes
e he be

be

why the sixes cancel

i h he c a ) a d (2) addi g

(e.g., Ma ia a

,

h
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Previewing the lesson. One way Maria conceptualized her role as a facilitator of
teaching experiences was through engaging in co-planning and co-teaching. The first way she
enacted engaging in co-planning and co-teaching was by previewing the lesson. Maria viewed
sharing planning and teaching responsibilities with her PSTs as key parts of their learning.
However, Maria was not able to engage in the level of co-planning with her PSTs that she had
hoped to. Maria only got to spend a short time with the PSTs in the morning before the students
a i ed. D e

he ac
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a i g i e, Ma ia

e ac

e

f c -planning was limited.

Although Maria was not able to prepare lessons with her PSTs, I observed that she always made
sure to preview the lesson with them.
Misalignment. P e ie i g he e
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idea

conceptualization of co-planning and her enactment. Below is an example of how Maria
previewed the lesson with the PSTs during the third observation:
Maria tells the PSTs that today they will be working on a simulation of the end-of-theyear statewide standardized assessment. All of the questions will be word problems with
equations and inequations. She explains they will give students time to pull out the key
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information from the questions and then discuss how to solve with their groups. Maria
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go over both the bell work and homework problems today if they would like. Maria
provides the PSTs with the homework problems/answers and they work out the problems
themselves to make sure they are prepared to go over them with the class. PST1 asks if
students are allowed to use calculators on the standardized assessment. Maria explains
that there is a calculator and a non-ca c a
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Maria and the PSTs discuss how students might have difficulty identifying which number
given in the question is the constant and which is the coefficient. Maria reminds the
PSTs to refer students to the anchor chart and encourage them to use the CUBES strategy
for solving world problems: circle the numbers, underline the question, box the math
action words, evaluate and eliminate, solve and check.
I observed that Maria followed this same process of previewing the lesson consistently
throughout the field experience. Every morning before first period, she went over the daily
agenda. For the parts of the lesson that the PSTs were going to lead that day, Maria would make
sure that they had previewed the problems and knew how to solve them. They would discuss
prompting questions to ask the students and anticipate misconceptions students might have.
Affording opportunities to work with individual and/or small groups of students. The
second way Maria enacted engaging in co-planning and co- eachi g

a b aff di g he PST

opportunities to work with individual and/or small groups of students. In all of my observations
I saw that during every class period each day, Maria had the PSTs circulate the classroom any
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time students were working in groups or on their own. The PSTs were responsible for assisting
students. For instance, during my first observation I recorded the following in observation notes
for first period:
Maria explains to class that the PSTs came up with the idea for giving them extra credit
for today. She give
chec i g
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assist pairs/trios with the assignment.
Below is another example, from my observation notes of second period during the fourth
observation, of how Maria created opportunities for her PSTs to work with students:
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students.
Providing opportunities to lead a part of the lesson. The third way Maria enacted
engaging in co-planning and co-teaching was by providing opportunities for her PSTs to lead a
part of the lesson. For at least one part of one class period during each day, Maria had each PST
deliver whole class instruction. Maria made it a priority to ensure each PST got in front of the
class every time they were with her. Maria explained this process:
Like [the goal of] Practicum 1 for them, at least for my two [PSTs] would be for them to
like feel comfortable in the class. So first off, even feeling comfortable talking in front of
a group of kids cause they were very nervous at the beginning just to do that. So just
kind of getting their feet wet to where they feel comfortable talking in front of kids. That
a I hi
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he be
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actually having some instructional time in front of the class and then having them have
some interactions with [students] in between, during the practices and stuff.
Scaffolding teaching practice and adding on. Another way Maria conceptualized her
role as facilitator of teaching experiences was as assisting as needed. In interacting with her
PSTs, Maria provided assistance by scaffolding teaching practice and adding on. Throughout the
P ac ic
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always started by modeling for them by leading the instruction in first period and having the
PSTs observe. During second and third periods, they would then have an opportunity to lead a
portion of the lesson. Maria scaffolded for her PSTs by gradually having them assume more and
more teaching responsibilities. When one of her PSTs was leading instruction, Maria would
assist him/her by adding on to what he/she was saying, when appropriate. Her interventions
were brief, allowing the PST to resume leadership as soon as possible. In the following
interview excerpt, Maria discussed how her scaffolding and adding on led to successful teaching
experiences for her PSTs:
I think with the co-teaching, they just know the structure of it. So like they know when
class starts, when to start and all that kind of stuff. They're getting comfortable with the
switching of roles. With the coaching, I'm realizing that they're paying attention to each
other when each other is up there [lead teaching]. When they first started doing bell
works, they weren't asking those questioning, like follow-up questions. And I never
really told them to do it, but they're realizing things that I am that I'm doing. And then
when they do bell work and they don't ask the questions that I would ask, I kind of try
and find a spot where I easily can go in while they're up there. And I ask the followup
question in a way that's not like interrupting them, but adding to what they're doing with
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them. And then the next period, whoever's next, I'll actually see them ask that question
that I asked. So they're building up on how I'm asking them those followup questions,
even questions that would confuse them. You know, they're seeing how I'm doing it or
how I even add to someone else's bell work session and they'll add it to their own.
Developer of professional expertise. Before school one morning: Maria models how
a

b

b
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mixed numbers because this is what they will be required to do on standardized assessments.
After discussing bell work, Maria points out that desks have been rearranged because students
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different activities, but it can be difficult because she has limited space in her classroom. She
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tells the PSTs that the student gets one warning daily and if he does not correct his behavior, she
contacts his grandma. Before school another morning: PST2 informs Maria that she forgot to
have her sign her attendance log last week. Maria signs the log and asks the PSTs how their
task lists are coming along. (Evergreen EPP has given the PSTs a list of tasks for their
Practicum 1 field experience. There are some required tasks that all PSTs must complete and
other optional tasks that PSTs can choose a few to complete.) Maria looks over the list with the
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PSTs and they discuss the remaining activities. The PSTs have already done several
observations of other classrooms. Maria tells the PSTs to think about their personal goals and
how they can get the most out of the rest of their time in the field. Maria asks the PSTs to
consider which of the optional activities would be most beneficial to them. One of the tasks is to
b c

a

a

c

ca

,

b

,

c

a

a

. PST1

wants to learn more about content standards and asks Maria if she will talk to him about the
standards for the current unit. PST2 says she will listen in, but is more interested in the
c

a

c

a . Ma a

PST RCSD

a

c

a

explains that they will get access to these when they get their temporary district email logins
during Residency. She prints out copies of the curriculum map and common assessment for the
current unit and gives them to the PSTs. Maria explains to the PSTs how to read the curriculum
map, which includes the grade level, depth of knowledge, what students might do, what teachers
might do, vocabulary, textbook problems, supplementary resources, calculator or non-calculator
standard (two different sections on the end-of-the-year statewide standardized assessment), and
how many days to spend on each standard.
The vig e e
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and enactment of her role as a developer of professional expertise. This alignment was
consistent throughout the field experience. Maria conceptualized her role as a developer of
professional expertise as: (1) revealing the realities of teaching and (2) teaching self -advocacy.
This vignette portrays how Maria enacted her role of developer of professional expertise. In the
vignette, Maria reveals the realities of teaching by: (1) explaining rationale for instructional
decisions (e.g., tells the PSTs that she asks students to rewrite their answers as mixed numbers
because this is what they will be required to do on standardized assessments), (2) discussing
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student concerns (e.g, tells the PSTs that the student gets one warning daily and if he does not
correct his behavior, she contacts his grandma), and (3) arranging opportunities to visit other
ca

(e.g., he a

e d he

i i he f ie d c a

large, super cool, Harry Potter- he ed

d

he ha

h ha a

e

). She eache e f-advocacy by: (1) goal setting

(e.g., tells the PSTs to think about their personal goals and how they can get the most out of the
rest of their time in the field) and (2) listening and responding to needs (e.g., prints out copies of
the curriculum map and common assessment for the current unit and gives them to the PSTs).
Explaining rationale for instructional decisions and discussing student concerns. One
way Maria conceptualized her role as a developer of professional expertise was as revealing the
realities of teaching. The first ways in which Maria enacted revealing the realities of teaching
were explaining her rationale for instructional decisions and discussing student concerns.
Regularly, throughout the field experience, I observed Maria tell her PSTs the reasons why she
felt certain strategies were more or less effective for her students. For instance, one morning I
observed the following:
Maria tells the PSTs about how she structures her stations. Each station has success
criteria, problems, and a bonus question if students finish early. Maria also provides
g idi g
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five-minute stations, b did
i . N
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hi i g. Ma ia e

ha e a e

e , a d had

ai
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i

ea i a e i

ead, he d e h ee 10-minute stations with more meaningful questions.

Each station comes with an answer page in the back for the students to check their work
at the end. Maria tells the PSTs how modifying her stations in this way has helped her
students to be more confident and independent.
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I also observed Maria engage in frequent conversions with her PSTs about issues particular
students were facing at home and school. They would brainstorm how to best support those
students. Maria would tell the PSTs about the general issues that many students at CMS
experience like homelessness, trauma, and parental drug use. She made sure to make it clear to
the PSTs that what worked for her students may not work for a different population of students at
CMS or another school. In one of our interviews, Maria said:
Ij
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a egie beca e i
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he
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h I each ce ai
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f id a d ha

ha
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may not be the case for other classes or schools, but I make that clear that in my class
that's what works for my kids.
Arranging opportunities to visit other classrooms. Another way Maria enacted
revealing the realities of teaching was by arranging opportunities to visit other classrooms. She
a ed, I ca ed

e ai ed he [ eache ] a d i d f fig ed

ha

a he be

i e. Ma ia

sent the PSTs to see other mathematics teachers who taught different grade levels and teachers
on her seventh-grade team who taught different subjects. PST1 was a violin player and was
interested in seeing the band class (a strings class was not offered at CMS), so Maria arranged
this visit for him. After these experiences, Maria asked the PSTs to reflect on what they
observed and consider the importance of designing instruction to meet the needs of your unique
students. Maria explained more details about her motivating for sending her PSTs to visit other
classrooms in an interview session:
S

he [PST1]

e a d a [ he eigh h g ade a h eache

did i g ? He a i e,

hi'
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c a ], I a ed hi , h
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description and everything like that. Honestly I would say that classroom would be the
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majority of classrooms because teachers here tend to want to be more of the friend -type
relationship than the structure part of it. So [the PSTs] need to be able to kind of see that
would maybe be more of their reality when they start teaching. Cause that's what my first
year of teaching was like -- chaos. They need to know that it's not going to be like [my
classroom] all the time at the beginning.
Goal setting. Another way Maria conceptualized her role of developer of professional
expertise was as teaching self-advocacy. Maria enacted the teaching of self-advocacy by helping
her PSTs to set personal goals for their own professional development. At the start of Practicum
1, Maria had the PSTs set goals for what they wanted to gain from the experience. She checked
in regularly with them to see how they were progressing towards meeting their goals. Together
they modified goals and created plans of action. Maria touched on the importance of goal setting
during one of our conversations:
They can start the class with bell work and homework; they're not worried about that. It's
the beginning part. But if they can at least do a lesson that's basically the second part of
the class. So like maybe for their second Practicum they can focus more on maybe
c ea i g a e

a di

e e i gi

i h hei [CT]. I

h e

a g a e i g,

having attainable goals that they feel like they can do per semester. So they feel like
they're actually growing and not just staying stagnant and doing the same.
Listening and responding to needs. Maria also enacted teaching self-advocacy by
listening and responding to needs. During the check in sessions, I observed Maria listen to her
PST a e

e

f hei

eed . Based upon those assessments, Maria would provide

instructions on skill development and also point the PSTs to additional external resources.
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Graphic representation of alignment between conceptualization and enactment.
Each i c ded e

i Ma ia

c ce ualization of her CT role had one or more corresponding

terms of enactment. Refer to Figure 13 on p. 137. Figure 13 lists all the included
conceptualization terms in the upper thought bubble. The four broad conceptualizations are in
bold font and other specific understandings related to each broad conceptualization are listed in
the same color. The enactments in the lower rounded rectangle are also color coded to match the
conceptualization they are associated with.
Alumni Impact
My analysis of the interview data revealed an overarching theme of improved
functioning. Maria believed that being an alumna of the same EPP as her PSTs made her better
able to effectively perform her CT role and led to an improved overall experience for the PSTs. I
identified three specific ways in which Maria believed that being an alumna positively impacted
the field experience. These are listed under the included terms section of Table 5.
Table 5
Individual Alumni Impact Analysis: Mrs. Maria Alvarez

A Priori Question 3: Alumni Impact
In what ways do these teachers perceive being alumni of the same EPP as their PSTs impacts
the field experience for themselves and their PSTs?
Improved Functioning
Semantic
Relationship

Cover Term

are ways in which

being alumni of the
same EPP impact the
field experience

Included Terms
Aligned philosophies
Increased relatability
Heightened motivation
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Improved functioning. The fact that Maria was an alumna of the same EPP as her PSTs
affected how she conceptualized and enacted her CT role. Having gone through Evergreen EPP
herself, Maria was aware of the intended outcomes of the program. Maria believed part of her
role as a CT was to familiarize her PSTs, who were just starting the program, with these
outcomes. This belief ultimately led her to perform her CT role differently than she may have if
her PSTs were from a different EPP. In one of our interviews, I asked Maria if she believed that
being a graduate of the same program as her PSTs impacted the ways in which she
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for PSTs to be evaluated on the same tool as teachers in RCSD she was able to have meaningful
conversations with her PSTs about performance evaluations. Maria explained:
Even though I know that they have looked at the Danielson rubrics [tool used to evaluate
PSTs in both Evergreen EPP and teachers in RCSD] and how they'll be evaluated, they
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telling them that I was going to have my formal observation next week and they might be
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about what happened last year, what my markings were on each of the categories [of the
b ic] a d h
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going to affect what I do this year and stuff like that. I talked to

them about that big end goal of our program at [Evergreen]. That they are able to do
what teachers do and to be evaluated with the same rubric that all [RCSD] teachers are
evaluated with. If [ he PST
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e ai

bei g e a a ed
i h he .

Conversations such as these helped Maria to orient her PSTs for success in future field
experiences. There were three specific ways in which Maria believed being an alumna led to
improved functioning and positively impacted the field experience: (1) aligned philosophies, (2)
increased relatability, and (3) elevated comfortability.
Aligned philosophies. The first way Maria believed being an alumna led to improved
f

c i i g a a ig ed hi

hie . Ma ia
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h a ig ed

i h ha f E e g ee EPP

and she believed this led to an enhanced field experience for her PSTs. I asked Maria if she
thought EPPs, in general, should use program alumni as CTs and she stated:
I think so. I've talked about it before where we've had CTs that don't necessarily follow
the philosophy of [Evergreen EPP] and then [their PSTs are] put into classroom
environments where they're expected to implement what they're learning in the program.
But it's not an environment that they feel comfortable doing that in. And it's very hard to
try and put those two worlds together when the person who runs the other world doesn't
really think the same way. So if [the PSTs are] taught from that same philosophy, I feel
like it'd be a lot easier transition for application.
Maria recognized that competing philosophies between CTs and EPPs can create uncomfortable
situations for PSTs. She further asserted that consistent philosophies enable PSTs to more
readily apply what they are learning in their university-based courses in their field experience
classrooms.
Increased relatability. A second way being an alumna led to improved functioning was
increased relatability. As a graduate of the same EPP, Maria was able to better relate with her
PSTs as described in the following interview excerpt:
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Kia: Now you talked about this, and I noticed this too, when I saw you last week, you
a ed [ he PST ] he , h
ad a age f
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classes that [the PSTs] have?
Maria: Yeah, just from a being able to relate standpoint. I honestly don't remember a lot
of things that happened in geometry class because it was one of the classes that we
gg ed

i h he

a

i

c h

. B

i

j t me kind of checking in on them.

And they feel comfortable talking to me about it. So it gives us that dialogue like an
informal type discussion. But at least they get to talk to me about it and know that I've
been through it before. And then if I can offer advice I will. But that's basically what it
is.
Because Maria was able to relate well to her PSTs, they felt more comfortable working with her
as she discussed in the next interview excerpt:
Kia: One thing I think is really interesting is that you have that relatability with your
students in that you were a student [at CMS] before and then you have the relatability
with the interns [PSTs] because you've been through the same program.
Maria: Yes, exactly.
Kia: So do you feel like that's a parallel at all?
Maria: Oh yeah. And it definitely helps because I've noticed that even with me only
being a fourth year teacher, my students here respond to me differently than teachers who
have been teaching over 15 years. And that's just because they feel like I do know what
they're going through or what they're talking about when they talk about certain things.
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So it's just having that relatability. I feel like it gives my students and the interns [PSTs]
an environment that they feel comfortable and like being with me and learning with me.
Heightened motivation. These first two ways, aligned philosophies and increased
relatability, contribute towards the third way being an alumna improves functioning, heightened
motivation. Maria touched on all three of these ways this in the interview excerpt that follows:
Kia: How important do you think it is to have that relationship and the comfortability as
far as being able to mentor?
Maria: I mean I think it's really important. What we learned the most about [in Evergreen
EPP] was the teacher to student relationships. That without that you can't really do
anything. If you don't have a relationship with your students, they're not going to respect
you. They're not going to be motivated to do anything in your class. So I have that
[relationship] and then some because I have the relatability.
Part of the philosophy of the Evergreen EPP is the importance of the teacher-student
relationships. To the extent that a CT is a teacher teaching a PST how to teach, the EPP
philosophy extends to the CT-PST relationship. Having gone through Evergreen EPP, Maria
adopted this philosophy and strove to create positive relationships with her PSTs. These positive
relationships resulted in the PSTs being comfortable in the field experience and heightened their
motivation.
Graphic representation of alumni impact. Maria believed being an alumna of
Evergreen EPP positively impacted the field experience for her PSTs who were currently
enrolled in Evergreen. Refer to Figure 14 on p. 138. Figure 14 illustrates the ways in which
Maria perceived being an alumna impacted the field experience for her and her PSTs. The upper
thought bubble contains all the included terms I used to describe her beliefs about being an
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alumna. The middle, rounded rectangle indicates Maria felt being an alumna led to improved
f
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functioning led to an optimized field experience for her PSTs.
Chapter Summary
In this chapter, I presented an overview of the individual data analysis for Mrs. Maria
Alvarez. I provided data in response to the three A Priori questions regarding conceptualization
of the CT role, the alignment of conceptualization with enactment of the CT role, and the impact
of being alumni of the same EPP as the PSTs. In the following chapter, I will provide a similar
analysis for the second case of Mr. Marty Brown. The final two chapters will be a cross-case
analysis and a discussion of the assertions.
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Figure 13. Ma ia c ce a i a i
a d e ac e
f he CT
from Flaticon.com. © Flaticon.com. Used with permissions.
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e. C ea ed i h a e ia

Figure 14. Ma ia e cei ed impact of being an alumna. Created with material from
Flaticon.com. © Flaticon.com. Used with permissions.
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Chapter 5: The Case of Mr. Marty Brown
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including his field experiences, teaching experiences, and details about his position at the time of
the study. In the next section, I discuss the ways in which Marty conceptualized his CT role
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conceptualization of his CT role aligns with enactment based on analysis of the interview,
observation, and document data. In the last ec i , I de c ibe Ma
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an alumnus of the same EPP as his PSTs on the field experience.
Mart s Jo rne to Becoming a Teacher and CT
Mr. Marty Brown is a 32-year-old Caucasian male who was born in Redlands, California.
In 2005, right after graduating from high school, Marty went into the United States Army. Marty
and his best friend joined the Army together and had planned to become police officers when
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f ie d died i I a . Af e
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plans. He left the military in 2010 and moved to the east coast of Florida where he attended
Daytona State College. Marty initially struggled with college level mathematics and was placed
in remedial courses. He was not sure if hi
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time studying in the library on campus and the staff noticed him and offered him a work study
position as a tutor. Marty excelled at tutoring and he enjoyed it. When he enrolled at Daytona
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State, Marty had taken a career aptitude test and teaching had ranked near the bottom of the list.
Hence, the possibility of pursuing a career in education was not something Marty had seriously
considered when he first transferred to Southern State University (SSU). Marty thought he
would likely go into business. However, during orientation he visited the college of business at
SSU and instantly got the feeling that it was not the right place for him. As he continued touring
the campus, one of the advisors for the college of education stopped him and asked him if he
wanted to talk about middle school. Marty said sure and before he knew it he had been
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ec i ed i

SSU E e g ee EPP. The fac ha he highe
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course he would need to take was Calculus 1 and that he already passed it was the original appeal
of the Evergreen EPP for Marty. Yet, any qualms he had about whether teaching was the right
path quickly disappeared after his first experiences in the classroom.
Field experiences. In his first semester as an Evergreen PST, Marty did his initial,
Practicum 1, field experience in an eighth-grade pre-algebra class in a rural, Title I middle school
in River County School District (RCSD). Marty described his Prac ic
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ec d e e e -long, Practicum 2, field experience was in a sixth-grade

mathematics class in a suburban, neighborhood middle school in RCSD. His Practicum 2 CT
had a vastly different teaching style compared to that of his Practicum 1 CT. At first Marty
thought his Prac ic
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Marty completed his final yearlong internship, Residency, in a seventh/eighth grade
mathematics classroom at a suburban, neighborhood school in RCSD. For the first two weeks of
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experience, Marty believed that it did prepare him for his first year teaching. Marty recalled,
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Middle School (EMS) as a seventh/eighth grade mathematics teacher. EMS is a rural, Title I
school in RCSD with a similar student demographic to the school where Marty completed his
Practicum 1 field experience. He never anticipated that he would end up teaching at a school
like EMS. Marty reflected:
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of crazy. But the thing I realized [was] this [was] my class. Back [in Practicum 1], it
wasn't my class.
Marty did become a statistic, but not for the reasons he had feared. At the end of his first year,
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After experiencing such great initial success, Marty decided to remain at EMS. I n his
second year he taught seventh/eighth grade mathematics and in his third year he taught sixth/
seventh grade mathematics. Table 6

ide a ajec
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his first Practicum 1 field experience through the time of the study.
Since he first started at EMS, Marty got involved with extracurricular activities beyond
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and continued to do so through the time of the study (Math league is a mathematics academic
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Table 6
Ta c

M . Ma

B

T ac

E

c

Preservice Teacher
Early Field Experiences
Practicum 1
First Semester-Long
Field Experience
● 8th Grade PreAlgebra
● Rural
● Title I
● School Grade: C
● Student
Demographics:
○ White: ~35%
○ Hispanic:
~30%
○ Black: ~25%
○ Other: 10%

●
●
●
●
●

Inservice
Teacher

Final Internship

Practicum 2
Second SemesterLong Field
Experience
th
6 Grade
Advanced/Honors
Suburban
Neighborhood
School Grade: A
Student
Demographics:
○ White: ~50%
○ Hispanic:
~25%
○ Black: ~10%
○ Other: ~15%

Residency
Yearlong Internship

Novice Teacher
First through Fourth
Years of Service

● 7th Grade
Intensive, 8th
Grade PreAlgebra
● Suburban
● Neighborhood
● School Grade: A
● Student
Demographics:
○ White: ~55%
○ Hispanic:
~30%
○ Black: ~10%
○ Other: ~5%

● 1st Year: 7th Grade
Honors, 8th Grade
Pre-Algebra
● 2nd Year: 7th
Grade Regular, 7th
Grade Honors, 8th
Grade PreAlgebra
● 3rd Year: 6th Grade
Honors, 7th Grade
Honors
● 4th Year (Time of
Study): 7th Grade
Honors, Regular
● Rural
● Title I
● School Grade: C
● Student
Demographics:
○ Hispanic:
~55%
○ White: ~30%
○ Black: ~10%
○ Other: ~5%

competition that students from different grade levels/schools across RCSD participate in every
year). In his second year, Marty became a coach for flag football and also continued in this
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related to his positive feelings about the math department and his relationships with colleagues.
He shared:
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I learned a lot from [math colleague] when I was still a first-year teacher and I was still
trying real hard. Well, I'm still trying really hard. But when I was trying really hard to
be perfect, I was leaning on him a lot for suggestions and help and things like that. My
first year of Cornell notes are tragically bad just my notes in general. And I still won my
High Impact Award so I was doing something right. But for the most part, I leaned on
him a lot that first year and ever since then I've been helping [math colleague] out
because he's been going through some stuff. So there's a lot of caring when it comes to
that math team. I don't think so much on the seventh-grade team.
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ght EMS was able to retain more math teachers, he

elaborated on the contrast between his department and grade level team:
I would say math feels like a home. Like when we go to meetings it's very genuine and I
think people want to stay in that kind of environment. When you go to a team meeting
like seventh grade or whatever, it feels more stagnant, more generic, more this is what we
have to do because we have to do it. And because of that I don't think we've had a strong
seventh grade team for a long time. At least since I've been here. It's been kind of like
eh a be .
Marty aspired to change the culture of his seventh-grade team and had the opportunity to
do just that when he was appointed as team leader in his fourth year (at the time of the study).
He made it his goal to focus on increasing the collegiality of the team with the hope that this
would improve retention. Marty explained:
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That's what I'm actually trying to build as the seventh-grade team leader. I'm trying to
make sure that if teachers need help or support, they can reach out to me. It's a big
burden on myself, but as long as they want to stay, it'll make my life easier in the coming
years. So maybe it's a little bit greedy in that fact that will make my life easier in the
following years because I now have rapport with these teachers. I've invested into them
and they're going to invest back into me. So I think that I'm trying to do the long-term
game right now.
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o stay at EMS for at least several

years to come. In his fourth year, Marty was also chosen to serve as the AVID culture leader in
addition to his position as the seventh-grade team leader. AVID, Advancement Via Individual
Determination, is a program offered in RCSD middle/high schools designed to promote college
readiness. As the culture leader, Marty was responsible for helping to promote the adoption of
AVID principles and practices schoolwide.
First-year CT experience. Marty already intended to become an Evergreen EPP CT
when he was still a PST in the program. His decision to teach at EMS was entirely based on the
fact that he needed to stay in RCSD in order to be a CT for the program. This decision required
an immense amount of dedication on his part. Marty drove nearly an hour each way daily from a
neighboring district to get to EMS, passing several other middle schools on his way. When I
asked Marty about his rationale for this, he explained his perpetual urge to improve the
experiences of his successors:
The only reason I'm actually teaching in [RCSD] was to be a CT. I told [the program
coordinator] that when I graduated as well. The only reason I stayed was to become a
CT. I want [the PSTs] to have a better experience than I did. I think I was also really
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salty from my Residency...I've done that a lot in my life. Like when I was in the Army, I
had some really poor leadership. So I went back into the ROTC [Reserve Officer
Training Corps] program when I was at Daytona State to become a better leader than the
leaders that I had. I keep on doing the same thing over and over again. I see what I have
and I want to make sure that I can do better than that because I know there's better than
what I'm getting. I think I put this best when my best friend died. Um, when greatness
leaves this world, there's a void and there are only two things that are going to fill that
void. Either evil and badness or goodness. And it's our choice what fills that void.
Marty had a strong desire to give back to his EPP because he felt compelled to ensure no one
else went through the same struggles as he had endured with an unsupportive Residency CT.
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did the CT training and went to the orientation where he had his initial meeting with the two
PSTs whom he was assigned to mentor in the fall.
The school year commenced at the beginning of August. For the first time since starting
at EMS, Marty only had to teach one grade level. He had all seventh-grade classes, some honors
and some regular. He also had the opportunity to teach some of the same students he had taught
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Practicum 1 field experience. The Practicum pair consisted of one male (PST1) and one female
(PST2) a
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They arrived in the mornings before school at the same time as Marty and left halfway through
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fourth period in order to make it back to SSU campus for their afternoon courses. The PSTs
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second portion of the school day. Figure 15 shows the schedule the PSTs followed on their days
in the field.
Before School + Homeroom
8:30 am

9:28 am

1st Period
Planning
9:32 am 10:19 am

2nd Period

7 th Grade

Advanced Math
10:24 am 11:11 am

3rd Period

7 th Grade

Advanced Math
11:15 am 12:02 pm

4th Period
7 th Grade Advanced Math
12:07 pm 12:54 pm
*PSTs leave halfway through this period (at 12:30 pm).

Figure 15. Fie d da
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From the beginning of the field experience in September to the end in November, I had the
opportunity to observe Marty interacting with his PSTs on five different occasions and was also
able to ask him follow-up questions about what I had observed.
In our first interview conversation, Marty gave me the following overview of his teaching
philosophy:
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think by the end of the year, you should know at least three things about your students.
So I know that you play for the baseball team, I know that your favorite color is pink, and
I know that you have a dog named Trevor. Whatever those three facts are, I have 160
students, that's a lot of facts. But if I can bring just one of those things up, that kid is like,
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h c a , he d e ac a

ca e ab
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be the worst teacher in the world, like literally the worst. But if your kids like you, they
will perform better than the best teacher in the world who has no rapport skills. They
want to work for you because they know you care. Rapport is 100% the best thing. And
I think I'm a decent teacher. I don't think I'm the best teacher in the world, but I think that
because of my rapport skills everything else just falls in line.
When I asked Marty how his mentoring philosophy compared to his teaching philosophy, he
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students are middle schoolers or PSTs. Marty contended that his Practicum 1 CT had been
instrumental in prompting hi
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experiences as an Evergreen EPP PST played a part in the development of his philosophy of
mentoring and have therefore also impacted the ways in which he conceptualized his CT role.
Conceptualization
Through my analysis of the interview data, I discovered four main ways in which Marty
conceptualized his CT role: (1) as a creator of a comfortable learning environment, (2) as a
provider of appropriate supports, (3) as a facilitator of teaching experiences, and (4) as a
developer of professional expertise. Each of these four broad conceptualizations included more
specific understandings of the CT role. These are listed under the included terms section of
Table 7.
Creator of a comfortable learning environment. The first main way in which Marty
conceptualized his CT role was as a creator of a comfortable learning environment. Marty had
witnessed several former colleagues and a couple former cohort peers make the decision to leave
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Table 7
Conceptualization Individual Analysis: Mr. Marty Brown

A Priori Question 1: Conceptualization
In what ways do two successful novice middle level mathematics teachers who serve as firstyear CTs for the same EPP where they received their initial teacher preparation conceptualize
CT roles?
Creator of a Comfortable Learning Environment
Included Terms
Establishing rapport
Embracing mistakes
Demonstrating a love for
teaching

Semantic
Relationship

Cover Term

are ways to

conceptualize the CT
role

Provider of Appropriate Supports
Included Terms
Giving constructive feedback
Setting up for success

Semantic
Relationship

Cover Term

are ways to

conceptualize the CT
role

Facilitator of Teaching Experiences
Included Terms
Engaging in co-planning and coteaching
Managing expectations
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Semantic
Relationship

Cover Term

are ways to

conceptualize the CT
role

Table 7 (continued)
Developer of Professional Expertise
Included Terms
Revealing the realities of
teaching
Teaching the importance of
building relationships with
students
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first opportunity to get a feel for what it was like to be a classroom teacher. He wanted to make
sure that this was a positive endeavor that left them looking forward to additional teaching
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in their future field experiences and classrooms. He hoped they had long and satisfying teaching
careers. In order to achieve this, Marty believed he needed to create a comfortable learning
environment for his PSTs that paralleled the comfortable learning environment he created for his
students and that he wanted his PSTs to create for their future students. In discussing this in
detail with Marty, I learned that he further conceptualized his role as creator of a comfortable
learning environment as establishing rapport, embracing mistakes, and demonstrating a love for
teaching.
Establishing rapport. Marty believed that the key to establishing rapport was building
positive relationships grounded in mutual respect. He contended that forming these types of
relationships with his students and his PSTs was a necessary requirement for being a successful
teacher/CT. Marty discussed this in the interview excerpt below when I asked him how the way
he teaches his middle school students compares to the way he mentors his PSTs:
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I hope that I am seen as just a human. I try to be as real with my preservice teachers as
possible. Like maybe I'm a little bit of a superior because obviously I've been teaching
for four years and they have two years before they graduate and that is what it is. But
they're still humans. I can still talk to them like they're humans, they're not my
subordinates. They're not my peons. I never once asked them to grade paperwork. Even
though that is part of the job, that shouldn't be their concern right now. That's my
concern. I want to make sure that they get the best experience possible. And with that, I
hope that when I'm talking to them, they understand that I'm talking to them as humans
and as equals. So that way when I turn the class over to them, they still feel like equals as
well.
While Marty recognized that he had more teaching experience than his PSTs and was in a
position of power over them, he never wanted to treat them like they were below him or abuse
his power. Marty conceptualized his role of establishing rapport as one of creating a human to
human relationship with opportunities for learning on both sides. He believed that by creating
this kind of relationship his PSTs would feel empowered and more eager to take on new
responsibilities within the classroom.
Embracing mistakes. In addition to establishing rapport, Marty also believed embracing
mistakes was another crucial aspect of creating a comfortable learning environment. He
considered making mistakes to be a natural part of the learning process and wanted his PSTs to
be c
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Marty strove to encourage his PSTs to adopt a growth mindset and to become lifelong learners.
He discussed this in the following interview excerpt:
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I think it's really important to know that we can make mistakes and we can also improve
so that [the PSTs] see even when they get to the quote unquote top, like I'm four years in,
that you still have stuff to learn. You can still improve your lessons and you can take
feedback. So I guess the easiest way to put it is like I do Brazilian jujitsu and even a
black belt can learn from a white belt. Same thing happens here. I can still learn from
my interns because I'm not stuck into a fixed mindset. I'm in a growth mindset.
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relationship. He makes mistakes, just like his PSTs. He can learn from his mistakes and he can
also learn from his PSTs. Similarly, they can learn from their mistakes and they can learn from
him.
Demonstrating a love for teaching. In my analysis of the interview data, the
conceptualization of demonstrating a love for teaching is one that appeared over and over again.
Marty believed that demonstrating his love for teaching would be an integral part of creating a
comfortable learning environment. Marty felt that his success as a teacher is in part due to the
fact that he loves what he does. He wanted to demonstrate this love to his PSTs in the hopes that
it would be contagious and lead them towards successful careers as well. Below is an excerpt
from one of our interview conversations where I asked Marty what factors he thought
contributed to his success:
I think, and what I told [the PSTs] was the same thing. Uh, when I come in here every
day, I try to annoy the kids more than they annoy me. And it's the truth, I never have a
bad day because it's always a game for me. I'm always trying to annoy the kids a little bit
e ha he a
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Marty attributed his own success to his love for teaching. Because of this, he wanted to instill a
love for teaching in his PSTs. He explained the importance of showing his PSTs that teaching
can be an enjoyable experience in this interview excerpt when I asked him what he believed his
role as a CT was:
To prepare [the PSTs] for their Residency. To make sure that they enjoy the teaching
experience. I mean that's pretty much the long story short because I know that we lost
some people in the Residency when they just couldn't enjoy teaching. They were like, if
this is what I have to do for the rest of my life, I'm not going to be a teacher. So as long
as I can prepare [my PSTs] for their Residency and their teaching, you know, their first
year and they feel comfortable and they feel like this is the career for them I think I've
done a good job as a CT. If they feel stressed out and they feel like lesson plans and
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kids and it's having fun with them. Those are the important things. I could have nothing
written on my board and I could be yelled at by my administrators all day and it is what it
is because my kids are learning from me because they trust me and that's what I want [my
PSTs] to see.
Marty recalled how some of his Evergreen EPP cohort peers became discouraged and left the
profession before ever even making the transition from PST to classroom teacher. Because of
hi , he fe
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to show his PSTs that teaching could be fun. Just as he did with embracing mistakes, Marty also
connected demonstrating a love for teaching with establishing rapport. Marty contended that
establishing rapport was the single most important aspect of his role as a creator of a comfortable
learning environment.
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Provider of appropriate supports. The second main way in which Marty
conceptualized his CT role was as a provider of appropriate supports. In his Residency, Marty
did not get the support he wanted from his CT. He felt as if his CT agreed to host a PST for the
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discussing this conceptualization further with Marty, I learned that he believed his role of
providing appropriate supports consisted of giving constructive feedback and setting up for
success.
Giving constructive feedback. Marty conceptualized the process of giving feedback as
being supportive by sandwiching constructive critiques in between positive, affirming statements
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I do the cookie model cause everyone's human, they want to hear what they're doing
awesome. Maybe some things that we need to correct and then how are they awesome
again. You know what I mean? Like everyone's human. Everyone understands what the
cookie model is. You gotta be built up before you can be brought down.
Ma

be ie ed gi i g c

c i e feedbac i

hi

a e

a i i ed hi PST

i

benefit from the feedback. He wanted them to view feedback in a positive light, as a tool for
continued growth and development. He sought to instill a growth mindset within his PSTs by
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Setting up for success. Marty contended another facet of his role as a provider of
appropriate supports was to equip his PSTs with all of the tools needed for them to be successful.
He recalled during his own Practicum 1 experience feeling like he could never survive at a
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school like his Practicum 1 school and yet, he ended up teaching in a school with a nearly
identical student demographic. Marty speculated that when PSTs are not set up for success in
their field experiences it causes them to fear they may never be successful teachers and consider
abandoning the profession altogether. Marty wanted his PSTs to leave their Practicum 1 feeling
like they were ready to take on whatever challenges their next field experience presented. He
reflected:
I remember thinking back, I probably already said this once, that if I ever had to teach at
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different mindset when you're a preservice teacher. You're just thinking, I'm powerless,
I'm hopeless. And that's what I'm trying to prevent. I don't want them to feel hopeless as
a preservice teacher. I want them to feel empowered so they want to do this profession.
Cause to be honest, I think we're missing like 800 teachers in [RCSD]. At least that was
last year, I think it's up to 1200 now. So if there's any way we can motivate better
teachers to stay in their profession, I want to be part of that.
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through giving them authority in the classroom so the students would perceive them as real
teachers. He stated:
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Wednesday, but the kids are still expecting them to be here. They like them being here.
And I think that's because I set them up for success. They have authority in the
classroom.
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In order to set his PSTs up for success, Marty needed to provide them with ample opportunities
for practice teaching.
Facilitator of teaching experiences. The third main way in which Marty conceptualized
his role was as a facilitator of teaching experiences. Marty saw facilitating teaching experiences
as an essential and central facet of his role as a CT. Across all five interviews, when I asked
Marty to describe his CT role he always began with a discussion of his responsibility to prepare
his PSTs to meet the demands of a classroom teacher by giving them a plethora of teaching
experiences. Specifically, he believed that his role as a facilitator of teaching experiences
involved engaging in co-planning and co-teaching and managing expectations.
Engaging in co-planning and co-teaching. In our initial interview, Marty first
articulated his conceptualization of his role as a CT. When I asked him about the role of a CT,
he asserted that he was responsible for preparing his PSTs to become teachers and believed this
required actively involving them in the planning and teaching process:
It's to prepare them for being teachers. I mean, I know that sounds very vague and very
uninspiring, but that's literally what it is. You're preparing [the PSTs] to be teachers.
You come in everyday and you're like this is what we're going to do, how are we going to
do it? And it leads them to be a little bit more inventive. And I think that's the cool thing.
I'm still waiting for a little bit more innovation. But, we'll see.
Towards the end of the field experience, Marty discussed more about his purpose to prepare his
PSTs to be teachers. He wanted them to feel like and to be perceived as teachers rather than
interns. Marty shared:
I feel like they've grown more confident in their roles as teachers, not even preservice
teachers. Just teachers and because of that they can take on the mentality that goes with
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that. And the kids obviously are seeing them as teachers because they're addressing them
as such. And I think that's my main goal, to give them that taste of what it's like to be a
teacher. Fo a id

a

hi i

he ha

a

a

e e ice eache , ha '

i d f aeI

would assume. Um, but I know it happens all the time here because that's what I wanted
to happen. I wanted them to be seen as teachers and I think that's what they're seen as.
Marty clearly had the expectation that the bulk of the field experience would involve the PSTs
assuming some of the responsibilities of a classroom teacher. He also conceptualized his role as
a facilitator of teaching experiences to include managing his expectations about exactly how
much and what types of responsibilities he should be handing over to his PSTs.
Managing expectations. I Ma
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stand in front of the class and teach one time. In his Residency, after the first two weeks of
school, he had to take on all of the classroom responsibilities by himself. It was important to
Marty that he find a balance between overwhelming his PSTs with too many responsibilities and
frustrating them with too few opportunities to practice their teaching. He also wanted to focus
on providing his PSTs with opportunities to experience the aspects of teaching that were the
most crucial to their future success. Marty never wanted to make his PSTs feel as if he was
exploiting them. He stated:
I'm just realistic with my expectations...I wouldn't and I'm not having them do the petty
chores that a lot of [us had] to do as preservice teachers. Because that's not what it's like
to be a real teacher. You're not always j
c ie . ...Tha
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preservice teachers.
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Developer of professional expertise. The fourth main way in which Marty
conceptualized his role was as a developer of professional expertise. Marty recognized that
teaching can be challenging and stressful. He believed that repeated exposure to challenging,
stressful situations could be particularly intimidating to his PSTs who were engaging in their first
ever field experience. Marty thought he could combat this by equipping his PSTs with the
expertise needed to deal with difficult situations. He also felt obligated to highlight the good
aspects of teaching for PSTs. He wanted them to show them that the positives of the job
outweigh the negatives. In breaking down this conceptualization with Marty further, I
discovered he believed his role as a developer of professional expertise involved revealing the
realities of teaching and teaching the importance of building relationships with students.
Revealing the realities of teaching. As a developer of professional expertise, Marty
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teaching profession is really like. However, at the same time, Marty believed it was important
for his PSTs to see that teachers can and should be satisfied with their careers. He hoped to
epitomize a teacher with a high level of job satisfaction for them. In one of our conversations,
Marty shared:
I think it's important for [the PSTs] to see all the times that teachers aren't just miserable.
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to see that teachers actually care about the profession and if they need support they can
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ask their friends that they can lean on one another. And if that's the kind of support that
you see as a preservice teacher and you're not getting it where you go, you know that this
might not be the school for you or it might be the school for you cause you're getting
those kinds of things that you need and want.
Marty believed exposing his PSTs to the different elements of teaching and having open, honest
conversations about types of situations they might encounter in their future classrooms would
help them to make informed assessments of their learning needs. He also wanted to be sure that
his PSTs could experience the positive aspects of teaching and collegial support so they would
know what type of school environment to seek out for future employment. In addition to the
significance of collegial relationships, Marty also strongly believed in the value of teacherstudent relationships.
Teaching the importance of building relationships with students. Marty felt that one of
the keys to his professional success was his ability to foster and maintain positive relationships
with his students. Marty asserted the single most important skill a teacher can possess is that of
relationship development. Consequently, he believed a vital part of his role as a developer of
professional expertise was to ensure his PSTs mastered this skill. Further, he wanted his PSTs to
understand that they had to make building relationships with students a top priority because he
presumed without doing so they would never be able to effectively teach. Marty argued build ing
relationships with students was paramount for teachers at Title I schools, where many new
teachers end up working during their first years of service. He explained:
It's a hard job to be a teacher, especially at a Title I school. And this is where most
people end up their first couple of years, they end up in Title I schools and then they
could transfer after that. But just making it through those years is kind of tough...I'm at a
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Title I and I'm doing fine and they could be the exact same person they are right now and
still have a positive relationship with the students. And that's what I want [the PSTs] to
know. As long as you have a positive relationship with the students, everything else
dj
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can't teach them if you can't reach

them.
Marty understood his role as a developer of professional expertise to include modeling how to
build relationships with students for his PSTs, encouraging them to practice relationship
development, and helping them recognize the benefits of teacher-student relationships to the
teaching and learning process. He believed teaching his PSTs the importance of building
relationships with students would position them for success in future field experiences, which in
turn would promote their longevity in the profession.
Alignment of Conceptualization with Enactment
My analysis of the interview, observation, and document data uncovered specific ways in
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conceptualization could be linked to one or more included terms related to his enactment. These
are listed in Table 8. Following the table are four subsections corresponding to each overarching
theme related to both conceptualization and enactment. The subsections will begin with
vignettes based on observations. I will then present additional data from the observations and
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conceptualization and enactment of his CT role and support the included terms for enactment
associated with each of the four overarching themes.
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Table 8
Alignment Individual Analysis: Mr. Marty Brown

A Priori Question 2: Alignment of Conceptualization with Enactment
I

a

a

ac

c c

a a
the roles?

CT

a

ac

Creator of a Comfortable Learning Environment
Conceptualized
as...
Establishing
rapport
Embracing
mistakes
Demonstrating
a love for
teaching

Included Terms
Enacted by...

Semantic
Relationship

Cover Term

are ways to

enact the CT role

Checking in
Sharing personal
experiences
Reassuring

Having fun
Provider of Appropriate Supports

Conceptualized
as...

Giving
constructive
feedback

Setting up for
success

Included Terms
Enacted by...
Reviewing materials
prepared and requesting
revisions
Using nonverbal cues
Pulling aside
Debriefing during
transitions
Sharing planning and
teaching resources
Adhering to the pacing
calendar
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Semantic
Relationship

Cover Term

are ways to

enact the CT role

Table 8 (continued)
Facilitator of Teaching Experiences
Conceptualized
as...

Included Terms
Enacted by...

Engaging in coplanning and
co-teaching

Practicing lesson
preparation together
Granting opportunities for
independent practice with
lesson preparation
Affording opportunities to
work with individual
and/or small groups of
students
Providing opportunities to
lead a part of the lesson

Managing
expectations

Seeking active involvement
Valuing contributions

Semantic
Relationship

Cover Term

are ways to

enact the CT role

Developer of Professional Expertise
Conceptualized
as...

Included Terms
Enacted by...

Revealing the
realities of
teaching

Explaining rationale for
instructional decisions
Encouraging participation
in outside experiences

Teaching the
importance of
building
relationships
with students

Pushing to learn student
names
Having greet students at the
door
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Semantic
Relationship

Cover Term

are ways to

enact the CT role

Creator of a comfortable learning environment. It is 8:30 am on a Wednesday and
PST1

a

Ma

ca

c c

c . S

Ma

comes walking down the hallway, greeting several other teachers on his way. As he unlocks the
door, he asks PST1 how things are going. PST1 excitedly shares that he finally passed the
reading portion of the general knowledge test (a requirement for PSTs to complete their EPPs).
PST1 has explained to Marty previously that he struggles with reading comprehension and has
had to retake the test multiple times. Marty congratulates PST1 and then tells him that RCSD
officials will be visiting EMS today. Marty explains that the district visit will not happen until
sixth period, after the PSTs have already left. Later in the morning, PST2 talks about how she
a
Ma

a
PST , T

CT.
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his Residency his CT was teaching parallel versus

perpendicular wrong and he waited to talk to her about it until after class. Marty jokes that he
PST2 c
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, I

a

ac

a a

90

!

PST2

always complaining about being cold. During planning, Marty gives PST2 a list of key words to
use to help her with updating the objectives on the board. PST2 tells Marty again that her
E

,b
ac c a

a

a
a

a

. H
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a
. (PST2

only improve
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she has expressed to Marty before that she is not confident in her English reading, writing, or
speaking skills.)
The vignette above highlights a s a h

f he a ig

e

be

ee Ma

conceptualization and enactment of his role as a creator of a comfortable learning environment.
This alignment persisted throughout the field experience. Marty conceptualized his role as a
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creator of a comfortable learning environment as: (1) establishing rapport, (2) embracing
mistakes, and (3) demonstrating a love for teaching. The preceding vignette illustrates how
Marty enacted his role as a creator comfortable learning environment on a typical Wednesday
morning with his PSTs. In this vignette, Marty establishes rapport by: (1) checking in (e.g., asks
PST1 how things are going) and (2) sharing personal experiences (e.g., shares that one time
during his Residency his CT was teaching parallel versus perpendicular wrong and he waited to
talk to her about it until after class). He embraces mistakes by: (1) reassuring (tells her that she
i

i

e h

gh

ac ice a d ha i i

love for teaching by: (1) having f
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a i g, If

90 deg ee ! ).

Checking in and sharing personal experiences. One way Marty conceptualized his role
as a creator of a comfortable learning environment was as establishing rapport. In his enactment,
Marty established rapport with his PSTs by checking in and sharing personal experiences.
Throughout the observations, Marty checked in each morning with his PSTs either before school,
during their planning period, or both. He would ask them how things were going in the SSU
courses, about their families, or about other personal things they had shared with him during
previous field days. Remembering something personal that his PSTs had told him on a different
day and a i g ab

i

a Ma

a

f h

i g he

ha he ca ed. Ma

ca i g

a

instrumental in building rapport with his PSTs. The PSTs reciprocated their care for Marty by
checking in with him too, asking him things like how his wife and child were doing or how the
students had done on an assessment they missed. When Marty and his PSTs were checking in
with each other, they would also share personal experiences. I observed that Marty would
usually take the lead from his PSTs and make his disclosures related to topics that they had
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raised. However, he responded with some highly personal self-disclosures on diverse topics
such as his mother being a breast cancer survivor, his house being worth twice what he bought it
for, him not receiving a raise i hi f
i g. Hi PST

ea

f eachi g, a d he

ice f hi

ife

eddi g

e f-disclosures were equally personal. These mutual self-disclosures are an

indication of the excellent rapport that was continually being developed between Marty and his
PSTs. Below is an example of one of these encounters from my second observation:
PST1 shares that he now has a B in his number concepts class, but it may be a C after the
e . Ma
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they are having in the geometry class with Marty. Marty tells the PSTs about how his
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Reassuring. Another way Marty conceptualized his role as a creator of a comfortable
learning environment was as embracing mistakes. In his interactions with his PSTs, Marty
enacted embracing mistakes by offering reassurance. At the beginning of the field experience, I
observed Marty attempt to protect the PSTs from becoming flustered after making a mistake in
front of the students. He discussed an example of this in one of our interview conversations
when I asked him if he could think of any instances where the PSTs had experienced failure:
Yes, we did Plickers [a digital assessment tool] and [the PSTs] put in the wrong solution.
There was no solution set and the kids pointed it out and then [PST2 was] devastated by
it. It was quite funny. You know, she felt really bad about it, but I took the blame
because I didn't want her confidence to be shook. And to be honest, I should have
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checked it as well. But the thing is, it is what it is. It's a mistake and you learn and grow
from it.
After this incident, when Marty had a chance to talk to PST2 privately I observed him offering
her reassurance. He told her that these things happen a d hi i j

a e

d

i h PST2, Ma

b e chec
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that he too makes mistakes and that he too can learn from his mistakes. For the duration of the
field experience, I observed that whenever Marty offered reassurances to his PSTs it was always
done discreetly so that the students would not hear what was being said. In this way, he
ai ai ed he PST a h i
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from their mistakes. Several times I observed Marty openly point out mistakes he had made
while delivering instruction both to his students and to his PSTs. This was another way in which
Marty reassured the PSTs (and the students) that making mistakes was normal even for an
experienced, successful teacher.
Having fun. A third way Marty conceptualized his role as a creator of a comfortable
learning environment was as demonstrating a love for teaching. Throughout the field
experience, I observed Marty demonstrating his love of teaching for his PSTs by having fun.
Each da I i i ed Ma

ca

If e e

a hi

j i ga

d i h b h hi
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and his PSTs. He had established such strong rapport with his students/PSTs that they would
also initiate jokes with him and each other. Below is an exchange I observed between Marty his
PSTs:
Marty tells the PSTs that they need to update the board with the objective for the day.
PST2 j e ha he b a d i PST1 fa

i e hi g

d (because she does not like doing

it). Marty tells her it is time for her to step outside of her comfort zone. He jokes that he
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can get her a stool if she needs it. (Marty is over a foot taller than PST2.) PST2 says she
is going to bring one and Marty jokes that she should buy it on her intern salary. Later in
the day Marty tells PST2 she is doing such a good job he is going to give her a 500%
ai e. Bef e he ea e f

he da he a ,

a e ha 1,000%.

Marty, his students, and his PSTs were always laughing and smiling. Fun was a daily activity in
his classroom and he hoped his PSTs would learn to embrace fun in their future classrooms. He
stated:
Just have fun with the kids and you'll have a great day every single day. And that's what
I hope that [my PSTs] remember is to just have fun. Annoy the kids more than they
annoy you. Like when I was going outside today and I had all my weird stuff that I was
dressed up as for Hippie Day, I was annoying the crap out of students. You have to
understand that I was having the time of my life. Every single day, I don't come into
work. I come in to have fun and I think it shows.
Marty intentionally scheduled opportunities for fun in the form of engaging academic activities
and behavioral incentives. He actively involved his PSTs in designing these planned
opportunities for fun. For instance, each Monday morning before school and during planning the
PSTs would help Marty prepare the Fun Day Monday activity for the day. Fun Day Monday was
e hi g Ma
ee

i . Ma

classes had the opportunity to earn as an incentive for good behavior the
ed F
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know for the rest of the week if they're good for me, they'll do something cool again on
M da . Ma

de c ibed h
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e e j ab e:

In my class I do Fun Day Monday. I actually created this concept all on my own. It's
probably everywhere to be honest. But I thought to myself, if I don't lose teaching time

167

throughout the week...because of classroom management issues I could just convert that
[time saved] into 10 minutes on Monday...And it's worked phenomenally ever since I
started...Everyone hates Mondays except for my class. Everyone loves Mondays. So it's
pretty decent. Especially when...you're making the kids have fun, even though they
igh

a

...Y

igh ee i i

he d i a d he ' e i e, We I h

hei e e i e, A
e

e'

a , hi i a e. B

a chi g ca e I i e ha i g f

he
.

You would expect that if you say math class is going to be my most fun class today,
people would say that you're insane. Like if math was an elective, almost no one would
take it. The kids in my honors class probably would, but maybe like 70% of them
would...So with that said, it's mandated, mandated fun. But we try our best.
Marty demonstrated his love for teaching for his PSTs by having fun together with each other
and the students in every class period. He recognized that this was an important aspect of his
teaching style and a main reason why he was a successful teacher. Marty talked about loving
what you do in all five interviews and showed through his actions that he loves what he does by
having fun in all five observations.
Provider of appropriate supports. Before school, Marty talks to the PSTs about how he
likes to do backwards planning. He looks at the assessment first to see what the kids need to
know when planning his instruction. He points out to the PSTs where they are on the pacing
ca
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PST2 says no. Marty reminds her of another problem they did before ($75 for 31.793 gallons in
c )a

a
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.

D

anning, Marty explains to the PSTs that

they will need to create four different levels of questions for bell work: easy, medium, hard,
challenge. Marty and the PSTs work together to come up with the problems. He tells them to
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think about terms students may have heard before such as buy one get one. The PSTs struggle to
come up with questions. Marty shows them a workbook page with examples so they can get
some ideas of what the problems might look like. They generate the easy, medium, and hard
together problems together. (Easy: 2 boxes of cookies cost $4.84. How much for 1 box?
Medium: 3 boxes of cereal cost $12.81. How much for 1 box? Hard: 3 Monster energy drinks
cost $3.82. How much for 3 boxes?) Marty tells the PSTs he wants them to generate the
challenge problem on their own. They talk it through together first and agree the challenge will
be to determine the better buy. After the PSTs have developed the problem, Marty looks it over
and tells them to make it slightly less challenging. He reminds them this is the first day that
b
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problems Marty pulls PST1 to the side and reminds him to draw out the four cans on the board
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be more confident and speak louder. He reminds PST1 that he has given him the pacing
calendar so he can review the content ahead of time. Marty explains that stall out moments take
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while Marty passes out the cards for the activity. Marty motions to PST2 to signal to her that it
is time to give the directions. She looks back at her sticky note where she jotted down prompts
for herself earlier.
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conceptualization and enactment of his role as a provider of appropriate supports. This
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alignment was evident throughout the field experience. Marty conceptualized his role as a
provider of appropriate supports as: (1) giving constructive feedback and (2) setting up for
success. The vignette illustrates how Marty enacted his role as a provider of appropriate
supports at various points in a day with his PSTs. In this vignette, Marty gives constructive
feedback by: (1) reviewing materials prepared and requesting revisions (e.g., looks it over and
tells them to make it slightly less challenging), (2) using nonverbal cues (e.g., motions to PST2
to signal to her that it is time to give the directions), (3) pulling aside (e.g., pulls PST1 to the side
and reminds him to draw out the four cans on the board), (4) debriefing during transitions (e.g.,
di c

e h

PST1

i

of the lesson went with him). He sets up for success by: (1)

sharing planning and teaching resources (e.g., shows them a workbook page with examples so
they can get some ideas of what the problems might look like) and (2) adhering to the pacing
calendar (e.g., points out to the PSTs where they are on the pacing calendar).
Reviewing materials prepared and requesting revisions. One way Marty conceptualized
his role as a provider of appropriate supports was as giving constructive feedback. I found one
of the ways Marty enacted giving constructive feedback was reviewing materials prepared and
requesting revisions. Throughout the field experience, I observed Marty providing his PSTs with
opportunities to practice preparing materials needed for the lesson independently. In the
morning before school and during the first period planning, Marty might ask the PSTs to craft
the objectives for the board, generate the problems for the bell work, come up with questions for
a review game, or plan an activity. After the PSTs had a chance to prepare the materials, Marty
would look over what they had created and provide feedback. He used the cookie model by
a i gf
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Using nonverbal cues. The second way Marty enacted giving constructive feedback was
using nonverbal cues. During second, third, and fourth periods I regularly observed Marty use
nonverbal cues as a means of providing in the moment feedback to his PSTs as they were leading
instruction. For instance, PST1 struggled with speaking loudly enough so that the students could
hear him. Marty would raise his arms to indicate to PST1 that he needed to project his voice.
Marty also utilized nonverbal cues to signal to his PSTs when they should transition to the next
activity. He would motion to them to let them know it was time for them to go up to the board
and give directions or go over the next problem.
Pulling aside. The third way Marty enacted giving constructive feedback was pulling
aside. Becau e Ma
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cc

ed a he begi i g f he ch

day before they had an opportunity to teach, he capitalized on moments during instructional time
to give feedback on their teaching. In our first interview together, I asked Marty about how he
was giving feedback:
Kia: How do you provide feedback to [the PSTs]? Is it informal, written?
Marty: Oh it's informal for sure.
Kia: Informal? Like is it, you know, between periods? Do you have catch ups in the
mornings when they come in?
Marty: I think maybe in the morning I'll ask how things are, but for the most part I pull
he
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In all of my observations, I saw Marty pull his PSTs aside to give them feedback. As he
described in the interview excerpt, when he pulled the PSTs aside he sometimes also gave them a
chance to self-evaluate on their own performance.
Debriefing during transitions. The fourth way Marty enacted giving constructive
feedback was debriefing during transitions. As part of pulling his PSTs aside during the lesson,
Marty debriefed with them after their lead part in the lesson was over. I saw Marty do this
debriefing in every observation during a natural transition between activities. Marty explained in
one of our interviews that he utilized these debriefing sessions to give feedback with the cookie
model:
So like when I see something like, oh man, we should let the kids have a little bit more
think time or we don't want to give this answer away or that was amazing, that was a
great job. Like I just try to give them the feedback that, obviously I'm not an expert, but
this is what I think would be good. Um, and what I've learned over my couple of years
being a teacher and that's just what I tell them. Either, you know, great job or let's watch
for this, but, you know, try to do that whole cookie model. This is awesome. Let's fix
this. Good job.
Misalignment. These debriefing sessions represented a misa ig
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ideal conceptualization of giving constructive feedback and his enactment. Marty had to take
advantage of natural transitions for debriefing because he used the time between class periods for
his PSTs to focus on relationship building with students and his PSTs left midway through fourth
period, so he was unable to meet with them after class. Marty did have one opportunity to give
f
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complimentary in his remarks as shown in the example comments below:
PST1: [PST1] is unsure and a little unconfident in his role as a teacher. However, he is
still growing and once more confidence is gained he will be a great teacher. I look
forward to seeing his continued progress in the education field and wish him the best of
luck.
PST2: [PST2] has already made amazing strides and accomplishments while in class with
me. She asks good questions and takes on challenges without fear or being asked. She
was a great contributor to this classroom and furthered the learning of all students. I
be ie e [PST2]

i be

e f [E e g ee EPP ] bigge

cce

ies.

Sharing planning and teaching resources. A second way Marty conceptualized his role
as a provider of appropriate supports was as setting up for success. In terms of enactment, I
observed that Marty set his PSTs up for success by sharing planning and teaching resources.
Throughout the field experience, each morning before school and/or during the planning period
Marty shared resources with his PSTs. I saw him share planning resources like the district wide
common assessment he used for backwards planning and instructional resources such as projects,
review games, and workbook pages. Marty shared these resources in direct response to a need
he identified of his PSTs. For example, PST1 was having a hard time writing the objective for
the lesson so Marty handed him a chart with a list of essential academic words to help with the
language.
Adhering to the pacing calendar. Marty also enacted setting his PSTs up for success by
adhering to the pacing calendar. At the onset of the field experience, Marty gave his PSTs a
pacing calendar and he made sure to follow it. He explained:

173

I gave them the pacing guide, I'm trying to stay as close to it as possible for my [PSTs]
because I could have been way ahead by now. But the thing is that I want to make sure
that they have good experience so they know exactly what's going to go on in this next
unit or this next day that they're going to be here. So like on their little form right now it
says that we're taking a test today and we're taking a test today. Just the way it is.
During multiple observations, Marty referred to the pacing calendar and reminded the PSTs that
it was a way for them to know what was happening in the class even though they were only there
on Mondays and Wednesdays. When I asked Marty about this in one of our interviews, he
discussed how PST1 in particular was struggling with the mathematics content. Marty hoped
that providing the pacing calendar would give PST1 more time to prepare and help him to feel
more confident with the material.
Facilitator of teaching experiences. Before school, Marty and PST1 discuss the
vocabulary for the application of percentages lesson

tips, gratuity, discount, commission, etc.

They brainstorm different ways that they could say markup and markdown. PST1 suggests
bonus and burden but they both agree this might confuse students and decide on price up and
price do
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texted Marty earlier to let him know she would be late. Marty tells her he is glad she made it
and explains that they will be doing a rally coach today. The PSTs are familiar with rally coach
because it is one of the Kagan (cooperative learning) structures, which Marty incorporates
regularly into his instruction. In a rally coach, students work with a partner. Partner 1 solves
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praises if the problem is correct or coaches if it is incorrect. Then, the partners switch roles.
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them to create five similar problems for each problem type (markups and markdowns). He says
not to copy the workbook problems verbatim, but to switch up the wording a bit. He tells them
the easiest way to change the numbers is to multiply or divide by two. If it was 40, make it 80 or
20, etc. A little later, Marty tells the PSTs that in addition to creating the problems they will also
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second period, Marty gives the directions for the rally

coach activity. The first team to get all problems correct will get bonus candy. The PSTs
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beginning of the class period. He calls students up one at a time to return their graded
homework. He tells students to redo the problems that they missed and give the corrected papers
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students respond that there should be two decimal places. Marty motions to PST2 to come over
to him and praises her for taking initiative. She tells him that she noticed students were getting
c

a

c a

ca c a

.

I

be

ee Ma

ca

PST2 gives the directions for the activity.
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conceptualization and enactment of his role as a facilitator of teaching experiences. This
alignment was maintained throughout the field experience. Marty conceptualized his role as a
facilitator of teaching experiences as: (1) engaging in co-planning and co-teaching and (2)
managing expectations. The vignette shows how Marty enacted his role as a facilitator of
teaching experiences. In this vignette, he engages in co-planning and co-teaching by: (1)
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practicing lesson preparation together (e.g., brainstorm different ways that they could say
markup and markdown), (2) granting opportunities for independent practice with lesson
preparation (e.g., asks them to create five similar problems for each problem type), (3) affording
opportunities to work with individual and/or small groups of students (e.g., the PSTs circulate to
provide assistance), and (4) providing opportunities to lead a part of the lesson (e.g., PST2 gives
the directions for the activity). He manages expectations by: (1) seeking active involvement
(e.g., tells the PSTs that in addition to creating the problems they will also have to update the
board) and (2) valuing contributions (e.g., praises her for taking initiative).
Practicing lesson preparation together. One way Marty conceptualized his role as a
facilitator of teaching experiences was as engaging in co-planning and co-teaching. From my
analysis of the observation data, I found that one of the ways Marty enacted engaging in coplanning and co-teaching was practicing lesson preparation together. In the mornings before
school and during planning, Marty practiced lesson preparation with his PSTs. He did this on
each day they were with him as he discussed in the following interview excerpt:
We always do the same kind of routine. We come in, I tell them what we've gone over so
they can be more prepared. And then I tell them what the end goal for our kids to learn
is, and then they help me fill in the rest.
Marty explained this routine in more detail in the follow excerpt:
In the mornings we usually recap on everything that [the PSTs] missed so they
understand where the kids are progression-wise. And then I'll give them any notes that
we took the previous days so they can see what the kids already know. That way there's
not any misconceptions. Next up we go ahead and plan out that day what we're going to
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do, what strategies we're going to use. Then lastly I'll have them go over to the board
and, and write up our, [objective], today we will...so that I can...I'll know I've got it when.
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day together. They would bounce ideas off each other and make collaborative decisions about
things like how to structure an activity, how to best explain a concept, or how to challenge
students.
Granting opportunities for independent practice with lesson preparation. The second
way Marty enacted engaging in co-planning and co-teaching was granting opportunities for
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observations, I witnessed Marty providing at least one opportunity for the PSTs to design a
portion of the lesson or an instructional resource on their own. Marty provided an example of
this in the following excerpt when I asked him if he had the PSTs create something for the lesson
everyday like they were on the day of the interview:
It just depends on what we're doing. Obviously, today's an introductory lesson. So
having an anchor chart to look at is something that is beneficial to the kids, but it's also
beneficial to [the PSTs]...it's just a win win situation. [The PSTs] get to create an anchor
chart. They get to think about the misconceptions the kids are going to have, blast it on
an anchor chart, and hope that they can help some of these students. And that's what
they've done so far. Pretty successfully.
Affording opportunities to work with individual and/or small groups of students. The
third way Marty enacted engaging in co-planning and co-teaching was affording opportunities to
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work with individual and/or small groups of students. Because of the way the field day was
structured, in practice Marty was not able to provide as many teaching opportunities for his PSTs
as he would have liked. He explained:
When the [PSTs] get here, we have all this time and it's awesome. Literally from 8:30 all
the way up until 10:18 that's two hours of us, you know, talking and planning and stuff.
But then there's not a lot of time for them to actually [teach]. So it's kind of like a double
edge sword because we have all this planning time...but then we have one [instructional]
period, another period, half a period, and then they're gone.
Marty made sure that he capitalized on the limited instructional time that he had with his PSTs.
Across all five observations, I found that Marty had his PSTs circulate the classroom any time
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PSTs] are assisting students with anything that maybe they don't understand or whatnot. They're
a i g.
Providing opportunities to lead a part of the lesson. The fourth and final way Marty
enacted engaging in co-planning and co-teaching was providing opportunities to lead a part of
the lesson. In all of my observations, I saw that Marty provided each of his PSTs with at least
one opportunity to lead a part of the lesson such as going over bell work, giving notes, or leading
an activity. Marty allowed his PSTs to assume more teaching responsibilities as they felt
comfortable. He explained this in the interview excerpt below:
So I always try to do the first part of the first lesson, in second period, and then I'll let
them mimic what I do. And then sometimes they just add their own little flare, which is
nice as well. And I'll either say good job or we'll talk about what they added and then it
feels good. For the most part they're taking control of the bell work, they're taking
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control of the lesson and I'll, I'll add my two cents every here and there. I'll set them up
for success. Or I'll ask them, do you want to do this? Like, no, I don't feel comfortable
with that. That's okay. I'll just do it, that's fine. They don't feel comfortable. I'm not
going to force them to do it, but eventually they'll step up to that plate. And that's what I
want to see anyways.
Seeking active involvement. Another way Marty conceptualized his role as a facilitator
of teaching experiences was as managing expectations. The first way Marty enacted managing
expectations was seeking active involvement. Throughout the field experience, I observed Marty
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in one of our conversations and how it related to managing his expectations:
I'm not saying I'm like the best CT and I'm not saying the best teacher. What I'm saying
is I'm realistic in my expectations and if [the PSTs are] ready to do it I'll let them do it. If
they're not well then I'll coach them until they are. But from what I've seen from them is
if I put the challenge in front of them, they're ready to take it. They try and if they don't
succeed we can talk about what went wrong or what went right or how proud of them I
am cause I am.
Valuing contributions. The second way Marty enacted managing expectations was
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contributions they made. I observed Marty frequently expressing to his PSTs much he valued
them. For example, Marty told PST2 that the struggling student she had been working with was
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our follow-up conversations, Marty said:
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more here. They trust more. They just want to try more.
Developer of professional expertise. It is a Wednesday morning in November near the
end of the field experience. PST1 has already arrived, but PST2 has texted to say she is having
car trouble and might not be able to make it. Marty reminds PST1 that the students will be
taking their test today and explains that yesterday they reviewed using Quizizz. He tells PST1
that Quizziz is the best review game he has found because it allows the students to work at their
own pace. A little later, Marty tells PST1 about one of the students who he taught last year as a
sixth grader and is in his class again this year as a seventh grader. The student dropped a level
on the end-of-the-year statewide standardized test and Marty is hoping to get him back on track.
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since they are giving a test today and there is nothing to prepare for the lesson it would be a
good time for him to visit some other parts of the school. He sends PST1 to observe in the media
center and in a sixth- a
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returns from his observations and PST2 arrives. PST2 shares that she had to get a new battery
for her car. PST1 tells Marty he is not ready for Practicum 1 to end or to say goodbye to the
kids. He asks if he can continue coming next semester. Marty says he will support him in
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PST2 stand in the hallway to greet

students as they enter for second period while PST1 circulates the classroom and interacts with
individual students. After the bell rings, PST2 passes out the tests. When students finish, they
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s desk. Marty and the PSTs grade the tests as they receive them and

call the students up by name to show them their scores.
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conceptualization and enactment of his role as a developer of professional expertise. This
alignment remained throughout the study. Marty conceptualized his role as a developer of
professional expertise as: (1) revealing the realities of teaching and (2) teaching the importance
of building relationships with students. The vignette highlighted how Marty enacted his role as a
developer of professional expertise during a day with his PSTs near the culmination of their field
experience. In this vignette, Marty reveals the realities of teaching by: (1) explaining rationale
for instructional decisions (e.g., tells PST1 that Quizziz is the best review game he has found
because it allows the students to work at their own pace) and (2) encouraging participation in
outside experiences (e.g., sends PST1 to observe in the media center and in a sixth-grade math
classroom). He teaches the importance of building relationships with students by: (1) pushing to
learn student names (e.g., call the students up by name to show them their scores) and (2) having
greet students at the door (e.g., stand in the hallway to greet students as they enter for second
period).
Explaining rationale for instructional decisions. One way Marty conceptualized his
role as a developer of professional expertise was as revealing the realities of teaching. The first
way Marty enacted revealing the realities of teaching was by explaining his rationale for
instructional decisions. Throughout the field experience, I observed Marty explain his rationale
for almost all of the instructional decisions he made. This occurred primarily before school and
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during the planning period. However, if any adjustments were throughout the day he would pull
the PSTs aside and explain these to the PSTs as they came up. For instance, during one Fun Day
Monday where the students were playing four corners Marty explained to the PSTs that he asked
students to think about how it felt when he reduced the number of corners so he could make a
connection to the lesson on percentages.
Encouraging participation in outside experiences. The second way Marty enacted
revealing the realities of teaching was by encouraging participation in outside experiences.
Several times throughout the field experience, I observed Marty encourage his PSTs to
participate in experiences outside of what was required of them by Evergreen EPP. For instance,
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interviews:
I told [PST2] that we have a test tomorrow and that if she wants to come in to look at
what the test is about, it's not just a free day. We're going to be grading papers and stuff
because that is what it's like to be a teacher...You teach and you have to grade. Like I
have a ton of things I have to grade right now because I'm so far behind...I feel it's really
important to know what [those additional responsibilities are]. I'll show her my grading
scale and how I curve because, let's be honest, those tests are pretty dang hard.
Pushing to learn student names. Another way Marty conceptualized his role as a
developer of professional expertise was as teaching the importance of building relationships with
students. In terms of enactment, the first way Marty taught his PSTs the importance of
relationship development was by pushing them to learn student names. Marty used a seating
chart and provided it to his PSTs. In my second observation, Marty had the PSTs help him
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update the seating chart and assign the students their new seats. Consistently throughout the
field experience, Marty encouraged his PSTs to refer to the seating chart and call the students by
name. Gradually the PSTs began to remember the names without the chart. In one of our
interviews, Marty discussed how this helped the PSTs build relationships with the students:
[The PSTs] build rapport with the kids as well. They remember their names and you
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sir, ma'am, whatever. They're a name, they're a person, they're not just a number.
Having greet students at the door. In his enactment, the second way Marty taught his
PSTs the importance of relationship development was by having them greet students at the door.
Between each class period, I observed that Marty would have the PSTs take turns standing at the
door to greet students. For second period, Marty would stand in the doorway with one PST
while the other PST circulated in the classroom, interacting with students as they entered. For
third period, the PSTs would switch. For fourth period, it varied but most of the time both PSTs
stood to greet students at the door while Marty stayed inside to circulate. Greeting students at
the door and interacting with them when they first entered the classroom gave the PSTs
additional opportunities to practice their names and work on developing closer relationships.
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Graphic representation of alignment between conceptualization and enactment.
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a i a ion of his CT role had one or more corresponding

terms of enactment. Refer to Figure 16 on p. 191. Figure 16 lists all the included
conceptualization terms in the upper thought bubble. The four broad conceptualizations are in
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bold font and other specific understandings related to each broad conceptualization are listed in
the same color. The enactments in the lower rounded rectangle are also color coded to match the
conceptualization they are associated with.
Alumni Impact
From my analysis of the interview data, I identified an overarching theme of improved
functioning. Marty perceived that being an alumnus of the same EPP as his PSTs enabled him to
perform his CT role more effectively and led to a better overall experience for the PSTs. I found
three specific ways in which being an alumnus positively impacted the field experience. These
are listed under the included terms section of Table 9.
Table 9
Individual Alumni Impact Analysis: Mr. Marty Brown

A Priori Question 3: Alumni Impact
In what ways do these teachers perceive being alumni of the same EPP as their PSTs impacts
the field experience for themselves and their PSTs?
Improved Functioning
Semantic
Relationship

Cover Term

are ways in which

being alumni of the
same EPP impact the
field experience

Included Terms
Aligned philosophies
Enhanced empathy
Heightened motivation

Improved functioning. Being an alumnus of the same EPP as his PSTs impacted the
ways in which Marty conceptualized and enacted his CT role. Marty was in tune with the
expectations of Evergreen EPP and at the same time had not lost sight of what it was like to be a
PST in the program. He believed that his position as an Evergreen alumnus improved his
functioning as a CT. In one of our interview conversations, he shared:
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I enjoy the role [of CT]. I think that I understand the expectations of the program, I
understand the expectations of the [PST], and I think I'm good at bridging the gap. I
e ac
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[ he PST ] h
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program] expect[s] of them. I think that I understand both sides of the field because I
was on both sides.
In other words, Marty had an experiential understanding of what his PSTs were going through as
well as a clear understanding of the intentions of Evergreen EPP; in his perception these two
understandings enabled him to function better in his CT role than he would have without them.
Marty believed being an alumnus resulted in three ways that improved his functioning as a CT
and in turn also improved the field experience for his PSTs. These three ways were: (1) aligned
philosophies, (2) enhanced empathy, and (3) heightened motivation.
Aligned philosophies. The first way being an alumnus of the same EPP as his PSTs led
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envisions a collaborative, co-planning and co-teaching relationship between CTs and PSTs.
Marty shared a similar vision with me over the course of our interviews. His intention was also
to collaborate with his PSTs in such a way that they would have ample opportunities to co-plan
and co-teach and be respected as authority figures within the classroom. This alignment of
intentions translated in practice into aligned expectations. Marty discussed the importance of
CTs understanding the expectations of the EPP and sharing a similar philosophy in the interview
excerpt below:
Well, I'm egotistical. So, I think I do a damn good job. But I mean, for the most part, I
feel like I know what's expected. I feel like I know what I need to do to make sure that
[the PSTs] get the growth they need. So I would say as long as the mindset of the CT is

185

he a e a

i e,

hich i

e e he e

he

[ he PST ],

he

he

a a

dI

think [the field experience is] going to be very successful. And I feel like a lot of CTs
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treated our preservice teachers like we were treated.
In his discussion of hazing, Marty alluded to the tendency CTs have to approach mentoring in
the same way that they themselves were mentored as PSTs. Marty recognized that many CTs
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believed that they may have experienced the same sink or swim model of preparation during
their internships as he endured in his Residency. He described how devastating this was
personally for him:
I think I understand my role [as a CT] pretty well...just from the experience of being a
preservice teacher in the program. Understanding what was expected of me and
understanding what we expected from the CTs. Because I expected a lot out of the CTs
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Marty believed being an alumnus of the same EPP as his PSTs uniquely positioned him to break
the cycle of CTs mentoring ineffectively, the way they were ineffectively mentored. The
philosophy of mentoring that Marty absorbed as a PST in Evergreen EPP was in alignment with
the philosophy his PSTs were learning at the time of the study. This alignment in philosophies
enabled Marty to break the cycle by meeting the expectations of his PSTs for effective mentoring
and therefore sparing them the heartbreak that he suffered.
Enhanced empathy. The second way being an alumnus of the same EPP as his PSTs led
Ma
ha i

i
a i e

ed f

c i i g i hi CT

be i hi PST

h e a d

e

a e ha ced e
de

d e ac

a h . Ma

e e be ed

hat they were going through.

This intimate knowledge and the resulting understanding affected how Marty enacted his CT role
in a positive way. He stated:
I guess I understand what they're going through, which makes it a little bit more unique in
my case. I know exactly what they're going through. I know the classes that they've
gone through, I know their time restraints. I know how busy they are. That's why I try to
mentor them the way that I do. I'm looking at it through a different lens than I think other
CTs do.
Marty believed that empathy was an essential attribute for effective mentoring. He discussed
this in the following interview excerpt:
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Kia: Are there any other characteristics you think are important for a CT to have?
Marty: Just understanding. I mean this program is hard. It's harder than I think most
programs out there and just the CT knowing that the [PSTs] are probably trying the best
they can and that they get overwhelmed or overburdened. It's okay if they have an off
day. But just ask them if they want to try. If they want to try it, awesome. If not, no big
deal...
Kia: Do you think that's another advantage of being an [alumnus], that you are able to-Marty: Most times I don't have any empathy until I live a situation. Because I've lived
the situation, I'm empathetic towards it. When I talk to my [colleagues], the ones that
[went through] different programs, they had a Residency their senior year and that's it.
They had just a one semester [internship]...they probably got fed to the wolves. They had
to come up with stuff on their own and they came out at that other end. You know
whereas with me I had Practicum 1, Practicum 2 with a partner, and then went to
Residency where it was sink or swim. A lot of [my cohort peers] had some great things
with their CTs...I can remember the defining moment when I was like, I'm mad at you
because you're not the CT you need to be. And then I also realized that it wasn't her fault
because she didn't know what it was to be a CT. I think it was that point, I was like, I'm
sorry that I was mad at you the whole time. I was mad at you for something you didn't
know that you had to do.
Marty presumed that he was able to display an increased level of empathy towards his PSTs
because he had been through the same program they were going through. Going through the
experience of serving as a CT for the first time helped Marty learn to forgive his Residency CT
for her ineffective mentoring that he originally interpreted as malicious. He realized that because
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knowledge of the Evergreen EPP philosophy allowed him to function more effectively as a
mentor for his PSTs than his former CT had for him.
Heightened motivation. The third and final way being an alumnus of the same EPP as
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to become a CT while he was still a PST. As a CT, Marty was motivated by a vision of the
positive impact and ongoing improvement to teacher preparation that using alumni from
Evergreen EPP as CTs can contribute. He gave me a glimpse of this vision when he stated:
It would be amazing to see [PST2] in a couple of years if she still teaches in [RCSD] and
she comes back and becomes a CT for [Evergreen EPP]. Because then she would have
the experience of myself or of [Mrs. Maria Alvarez]. Like maybe she has those
experiences with us. Maybe she grew so much from them and then now she has those
experiences and she could pass them on to her new preservice teachers and then it just
keeps on getting better and better eventually.
Having this vision motivated Marty to function optimally and be the best CT he could be on a
daily basis.
Graphic representation of alumni impact. Marty believed being an alumnus of
Evergreen EPP positively impacted the field experience for his PSTs who were currently
enrolled in Evergreen. Refer to Figure 17 on p. 192. Figure 17 illustrates the ways in which
Marty perceived being an alumnus impacted the field experience for him and his PSTs. The
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upper thought bubble contains all the included terms I used to describe his beliefs about being an
alumnus. The middle, rounded rectangle indicates Marty felt being an alumnus led to improved
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functioning led to an optimized field experience for his PSTs.
Chapter Summary
In this chapter, I presented the individual analysis for Mr. Marty Brown in terms of the
three A Priori questions concerning conceptualization of the CT role, the alignment of
conceptualization with enactment of the CT role, and the impact of being alumni of the same
EPP as the PSTs. In the next chapter, I will explore the commonalities and uniquenesses across
the cases of Mrs. Maria Alvarez and Mr. Marty Brown. The seventh and final chapter will be a
discussion of the major assertions from both the individual and cross-case analyses.
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Chapter 6: Cross-Case Analysis
In the first section of this chapter, I discuss the contextual factors related to the common
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to and at the time of the study. In the second section, I discuss the common and unique ways in
which Maria and Marty conceptualized their CT roles based on the analysis of the interview data.
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and enactments of their CT roles based on analysis of the interview, observation, and document
data. I also describe the common and unique ways in which Maria and Marty enacted their roles.
In the final section, I present the common and unique ways in which Maria and Marty perceived
being alumni of the same EPP as their PSTs impacted the field experience.
Contextual Factors
Mrs. Maria Alvarez and Mr. Marty Brown both served as mathematics tutors prior to
making the decision to pursue careers in mathematics education. Maria and Marty recalled
having limited opportunities to teach in their first semester-long, Practicum 1, field experience as
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and reported an overall positive Practicum 1 experience, Maria never felt welcomed by her CT
and did not believe her Practicum 1 facilitated her learning. Both Maria and Marty remembered
taking on slightly increased teaching responsibilities during their second semester-long field
experiences and had positive perceptions of their Practicum 2 CTs. Maria and Marty discussed
having to assume the full responsibilities of a classroom teacher during their yearlong final
internship, Residency, experiences. Maria formed a strong bond with her Residency CT and
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appreciated that she made her expectations clear. However, Maria struggled to connect with the
students at her Residency school who were predominantly White and from high socioeconomic
backgrounds. Marty described feeling extremely frustrated throughout his Residency year. He
believed his CT used him because she quickly handed over the classroom responsibilities leaving
him alone and unsupported.
Both Maria and Marty stayed at the same schools for their first years of teaching through
the time of the study (fourth years of teaching). Maria taught at the same school (CMS) where
she herself attended as a middle school student and Marty taught at a school (EMS) with similar
student demographics to the school where he had completed his Practicum 1 field experience.
Maria reported struggling during her first year of teaching, particularly with classroom
management. Marty, on the other hand, excelled in his first year earning the High Impact Award
for his teaching performance. He did not report experiencing any major classroom management
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implemented a new classroom management system that allowed her to focus her attention on
improving her instruction rather than dealing with student behaviors. By her third year, Maria
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and Marty were thriving in their classrooms and had also become integral parts of their
respective school communities.
Maria and Marty assumed additional responsibilities in their schools beyond the typical
duties of classroom teachers. Maria volunteered for so many positions at CMS that it seemed
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like each time I visited her I learned about a new way she was involved in helping improve her
school for the students and staff. Maria served on the social committee, instructional leadership
team, seventh-grade visible learning team, and coordinated National Hispanic Heritage Month.
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for both the math league team and flag football. Marty held leadership roles too, acting as the
seventh-grade team leader and AVID culture leader. In addition to supporting their school
communities, Maria and Marty also wanted to give back to their alma mater by becoming CTs.
Maria valued her experie ce i E e g ee EPP a d a ed
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already planned to become a CT while he was still a PST in the program. He even based his
decision to teach at EMS on the fact that he would need to stay in RSCD in order to be a CT for
Evergreen EPP. Marty commuted about an hour each way to EMS from a neighboring district.
After losing his best friend while serving in Iraq, Marty made a commitment to doing his part to
make the world a better place. Marty was deeply motivated to prevent others from experiencing
the negative emotions that he had felt as a PST during his Residency as a result of having an
i e CT. He a ed, I a [ he PST ]

ha e a be e e e ie ce ha I did.

Beyond their desire to give back to Evergreen EPP, Maria and Marty were also motivated
to serve as CTs because they saw this as an opportunity to further their own professional growth.
Maria anticipated being a CT would be a form of continuing education for her in that she could
learn the most up-to-date instructional techniques that her PSTs were learning in their SSU
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courses. She believed this knowledge would help her improve her own skills as an educator. In
the initial interview, Maria stated:
I think like what I can gain is just knowledge from them. New things come out, new
ideas come out and I may not know of it being kind of in the school environment. Like a
lot of teachers who have been teaching a long time don't know of new strategies, new
ways of teaching or whatever it may be. So it's like [the PSTs] being open to give ideas
out, give ideas to me that I can incorporate and then it benefits the students...It's like me
kind of stealing their knowledge and their ideas on top of me allowing them to apply
[ ha he
Ma ia

de i e

e learning] into the classroom as well.
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remain in the field of education for the long haul. In discussing her future plans, Maria informed
me that she has always held leadership roles and has consid ered the possibility of going into
administration after gaining several more years of experience as a teacher and CT.
In my first interview with Marty, I asked him what he hoped to gain from the experience
of serving as a CT. He explained that he was already realizing being a CT was a way for him to
ei ig a e hi

ef

fe i a . He a ed, I ' a

he

a f

e

be

i a ed

c

e

into work. I mean, I like [the PSTs] coming in here. I really enjoy it because it's something new
for me. I ' a e cha e ge. B

he e d f he fie d e e ie ce, Ma

f

d ha he e j ed

teaching future teachers so much that he began to consider another career path. In our final
i e ie he e

ai ed, I hi

e f he c

e

hi g ha [

ga

c ordinator] ever said is

that she became a professor because she's a pretty good teacher, but she knows she can influence
e

de

b eachi g eache . A d I hi

ha I'
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ha b a

. Ma

a ed

continue serving as a CT for Evergreen EPP and to take advantage of the tuition waivers SSU
granted to CTs to pursue his

a e

degree.

Although Maria and Marty worked in different contexts, they faced many of the same
challenges at their Title I schools in RCSD. Both CMS and EMS were rated as C schools on the
a
Ma

a e

ca d a d e ed
de

i ed i

e

ed
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. Ma ia e
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f Ma ia

a d

ai ed:

We do have some students that are considered homeless and homeless could mean that
they would be living in motels, like changing locations nightly or monthly. Um, and
those were the ones that I mentioned that may need food over the weekend where we
gather food for them through our food pantry. They come to school dirty or smelly. So
we have our social worker that will give them clothes at the beginning of the day so that
they don't have to go through school like that and be talked about or made fun of or
anything like that.
Marty shared a similar statement:
I mean when they come here, they're just ravenous for food cause they don't get it at
home. They might get a little bit, but they don't get enough. So, I mean our poverty,
poverty sucks. Long story short, the kids are going hungry, the kids don't have proper
hygiene because they're living in a room with six or seven people.
Ma ia a d Ma

a

de c ibed h
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unavailable to them. Maria stated:
Cause I have talked to parents where they work 24 hours a day. I don't know. I'm
assuming like on call type of things. So, um, I've had kids that have to like sleep at their
parents' jobs cause they can't be home by themselves. There is nobody else at home with
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them. And then they don't see their parents at home because their parents work nights so
they don't get the help for homework or anything like that that they might need.
Marty recounted:
Their parents are working night and day and they're home by themselves. So you get
those kids who are really acting out at school because they don't have any discipline at
home...Yeah, [the parents are] not involved at all. Some of them are, but those are
defi i e

he

e ab e fa i ie ...Y

, af e

e

i g,

i g 80 h

a

week, do you really want to come home and respond to an email or a phone call?
P bab
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The parent interaction with low SES, it's more of fishing in a big ocean instead of fishing
in a big pond, you're just not going to get as much as you want.
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ha a e icked out of their schools and then they come
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get the leftover students. They get sent to us. We're their last hope before they get sent to [the
alterna i e ch

]. F
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impacted students and teachers. Maria and Marty reported starting the school year without
working air conditioning systems. Their classrooms had limited space, lacked technology, and
had problems with Internet connectivity.
At the time of the study, both Maria and Marty were teaching seventh-grade
a he a ic . A

f Ma ia a d Ma

eg a c a e

meaning the PSTs only got to experience hei h
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e e ched ed i
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,

a i g ei d

occurred after the PSTs had already left for the day. Marty, however, had his planning period
first thing in the morning when his PSTs were with him.
Conceptualization
From my analysis of the interview data, I found four main ways Maria and Marty both
conceptualized their CT roles: (1) as a creator of a comfortable learning environment, (2) as a
provider of appropriate supports, (3) as a facilitator of teaching experiences, and (4) as a
developer of professional expertise. Each of these four broad conceptualizations included more
specific understandings of the CT role. Some of these specific understandings were common to
b h Ma ia

a d Ma

c ce

ai ai

hi e

he

de a di g

e e nique to each

participant. See the included terms section of Table 10.
Table 10
Cross-Case Conceptualization Analysis

A Priori Question 1: Conceptualization
In what ways do two successful novice middle level mathematics teachers who serve as firstyear CTs for the same EPP where they received their initial teacher preparation conceptualize
CT roles?
Creator of a Comfortable Learning Environment
Included Terms
Uniquenesses
Commonalities
Mrs. Maria Alvarez

Establishing
rapport
Embracing
mistakes

Maintaining
structure

Semantic
Relationship

Cover Term

are ways to

conceptualize
the CT role

Mr. Marty Brown

Demonstrating
a love for
teaching
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Table 10 (continued)
Provider of Appropriate Supports
Included Terms
Uniquenesses
Commonalities
Mrs. Maria Alvarez

Giving
constructive
feedback

Personalizing
teaching
experiences

Semantic
Relationship

Cover Term

are ways to

conceptualize
the CT role

Mr. Marty Brown

Setting up for
success

Facilitator of Teaching Experiences
Included Terms
Uniquenesses
Commonalities
Mrs. Maria Alvarez

Engaging in
co-planning
and coteaching

Assisting as
needed

Semantic
Relationship

Cover Term

are ways to

conceptualize
the CT role

Mr. Marty Brown

Managing
expectations

Developer of Professional Expertise
Included Terms
Uniquenesses
Commonalities
Mrs. Maria Alvarez

Revealing the
realities of
teaching

Teaching selfadvocacy

Semantic
Relationship

Cover Term

are ways to

conceptualize
the CT role

Mr. Marty Brown

Teaching the
importance of
building
relationships
with students
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Creator of a comfortable learning environment. The first main way in which Maria
and Marty each conceptualized their CT role was as a creator of a comfortable learning
environment. For her own Practicum 1, Maria had a CT who made her feel uncomfortable and
negatively impacted her ability to learn. Because of this, Maria felt it was crucial that she
provide a comfortable learning environment for her PSTs that would encourage their growth and
development as aspiring educators. Each time I asked Maria what she believed her role was as a
CT, she always started with an assertion that she must provide a comfortable environment for her
PSTs to learn. Marty was also motivated to create a comfortable learning environment for his
PSTs. He had seen several colleagues and a couple of former cohort peers leave the teaching
profession and did not want this to happen to his PSTs. Marty felt he had a responsibility to give
his PSTs a positive first field experience so they would look forward to future teaching
opportunities. Both Maria and Marty believed they could create a comfortable learning
environment for their PSTs by establishing rapport and embracing mistakes. Maria also believed
comfortability could be achieved by maintaining structure and Marty also believed he could
create a comfortable environment by demonstrating a love for teaching.
Commonalities. The first common way Maria and Marty conceptualized their roles as
creators of a comfortable learning environment was establishing rapport. Maria wanted her PSTs
to feel comfortable coming to her with any issue they might be experiencing without
reservations. She believed the first step to reach this level of comfort was to establish rapport
with her PSTs. Maria contended that once she had successfully built strong relationships with
her PSTs they would be more willing to participate in teaching experiences and more open to
receiving feedback. For Maria, one of the foundations of rapport was a mutual understanding of
e ec a i

. She a ed, Ha e a c ea idea f ha
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also have them express what they need from you as well. Put a clear expectation of what needs
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occur, whether it was the learning of a student or the learning of a PST. Marty viewed
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equals. So that way when I t
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The second common way Maria and Marty conceptualized their roles as creators of a
comfortable learning environment was embracing mistakes. Maria explained:
I want [the PSTs] to feel open to making mistakes. It's the same thing with students in
the classroom. We want them to feel like they can make mistakes and that they're not
going to get in trouble or yelled at or whatever. But at least they're trying something.
Maria viewed it as vital for her to PSTs to feel comfortable making mistakes and viewing those
mistakes as opportunities for learning. Maria wanted her PSTs to be able to try new things in the
protected environment of her classroom. She believed that making mistakes in Practicum 1 or
subsequent field experiences was better than making them as a starting classroom teacher. She
aid, i ' be e

a d fai i a [CT ] c a

beca e a ea

something needs to be fi ed. Ma ia f
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mistakes is an inevitable part of the learning process. He wanted to normalize mistakes and
foster an environment where his PSTs were comfortable with experiencing failure. His goal was
that the PSTs would begin to perceive their failures as opportunities for professional growth.
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Uniquenesses. Ma ia
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comfortable learning environment was maintaining structure. Maria believed in the importance
of maintaining structure for her middle school students through the establishment of a consistent
daily routine. During one of our interviews she explained:
If [the students] have a structure that they follow every day, it becomes a routine. The
students know that structure. And even though I'm very structured and have the same
routines every single day, you'll still get those kids that just can't get it. So that structure
needs to be there because without it then it's complete chaos.
Maria felt that this structure was essential to creating a positive classroom environment
conducive to learning. Similarly, Maria thought that in order to form an environment where her
PSTs felt comfortable she needed to structure their practice teaching experiences.
Ma
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environment was demonstrating a love for teaching. When I asked Marty what he hoped his
PST

d gai f

a d eachi g. I

he P ac ic
a i

a

1 e e ie ce he i
Ma

ha hi PST g

e

ded, A

ii e

e eachi g

i d e
he

ee

able to persist in the profession. He believed he needed to model this love for teaching for his
PSTs and showcase the positive aspects of the job for them.
Provider of appropriate supports. The second main way in which Maria and Marty
each conceptualized their CT role was as a provider of appropriate supports. Maria believed she
had a responsibility to provide her PSTs with what they needed to grow and develop. She
understood the anxiety that her PSTs might have during their first ever teaching experience. She
felt an obligation to provide continual support for her PSTs based on their individual needs.
Marty did not receive the support he wanted from his Residency CT and wanted to be sure that
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he properly supported his PSTs. He felt as if his CT had used him for her own benefit and
be ie ed a CT

e h

d be

hi /he PST ,

he

he

a a

d. B h Ma ia

and Marty believed they could provide appropriate supports by giving constructive feedback.
Maria also believed she could support her PSTs by personalizing teaching experiences and Marty
also believed he could provide support by setting his PSTs up for success.
Commonalities. The common way Maria and Marty conceptualized their roles as
providers of appropriate supports was giving constructive feedback. In reflecting on her
experiences as a PST, Maria recalled that she received criticisms that were not helpful to her
professional growth. She believed that as a CT, she had a responsibility to ensure that the
feedback she gave her PSTs was encouraging and led towards the development of improved
practice. She wanted to focus on what her PSTs could do rather than what they did not do.
Ma
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constructive criticism is wedged in between two strong compliments. Marty believed giving
feedback in this way would help his PSTs to look at feedback more positively and encourage the
adoption of a growth mindset.
Uniquenesses. Ma ia

i e a

f c ce ualizing her role as a provider of

appropriate supports was personalizing teaching experiences. Maria believed that just as
teachers must personalize instruction for their students, CTs must personalize teaching
experiences for their PSTs. In one intervie Ma ia a ed, I
de
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treating the Practicum 1 experience as a one size fits all would prevent her PSTs from achieving
their full potentials. Maria wanted to let her PSTs grow and develop at their own pace.
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setting up for success. Marty believed he had a responsibility to give his PSTs what they needed
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Facilitator of teaching experiences. The third main way in which Maria and Marty
each conceptualized their CT role was as a facilitator of teaching experiences. Maria and Marty
viewed the field experience as an integral part of preparing the PSTs for becoming classroom
teachers. They believed it was vital for CTs to provide as many opportunities as possible for
their PSTs to get hands-on teaching experience. Both Maria and Marty felt they could facilitate
teaching experiences by engaging in co-planning and co-teaching. Maria also believed part of
her role as a facilitator was assisting as needed and Marty also believed part of his role as a
facilitator was managing expectations.
Commonalities. The common way Maria and Marty conceptualized their roles as
facilitators of teaching experience was engaging in co-planning and co-teaching. In order to
e e a e he PST

a

i

he c a

, Ma ia i

d ced he a c -teachers rather than

interns. Treating her PSTs as co-teachers was something Maria believed was crucial for them to
earn the respect of the students. During one of our conversations she explained:
S
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teachers in this classroom, they're going to be doing your work with you and teaching and
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whatever.
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Maria viewed sharing planning and teaching responsibilities with her PSTs as key parts of their
learning. Similarly, Marty felt as a CT he was responsible for preparing his PSTs to become
teachers and that this meant engaging them in frequent opportunities for planning and teaching.
He also believed in the importance of treating the PSTs as real teachers instead of interns. In one
f
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e ai

kind of how y
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, I a ed, I
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they're leaders, they're to be respected. Like if you go and call them the interns, kids are
just going to ignore them and that's bad for their education because they don't find any
authority with them.
Maria and Marty both were careful to make sure their students did not view the PSTs as interns.
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Uniquenesses. Ma ia
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and development she must step in and assist when needed. She also recognized that she needed
to be delicate when she stepped in to make sure the PSTs saw her as supportive rather than
c i ica . Ma ia
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push them so hard that they became overwhelmed and shut down. Marty recognized his PSTs
were inexperienced and would not conduct the lessons as skillfully as he would himself.
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Therefore, he had to manage his expectations in the sense that he would give the PSTs teaching
opportunities without expecting too much other than that they would try their best and learn from
the experience.
Developer of professional expertise. The fourth main way in which Maria and Marty
each conceptualized their CT role was as a developer of professional expertise. Maria wanted
her PSTs to understand what it was like to be a teacher, to be able to identify their learning
needs, and to know how to get their needs met. Marty realized that teaching can be challenging
and stressful. He wanted to provide his PSTs with the expertise needed to cope with difficult
situations and also to help them see the positive aspects of teaching. Both Maria and Marty
be ie ed he c

d he

de e
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fe i a e e i e b

e ea i g he ealities of

teaching. Maria also believed her role as a developer of professional expertise involved teaching
her PSTs self-advocacy and Marty also believed his role as a developer of professional expertise
involved teaching his PSTs the importance of building relationships with students.
Commonalities. The common way Maria and Marty conceptualized their roles as
developers of professional expertise was revealing the realities of teaching. Maria believed that
she was responsible for giving her PSTs a glimpse into the day to day practices of a classroom
eache . She a ed ha he a ed,

gi e [ he PST ] e e ie ce

ha [ he ]
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show them it was really like to be a teacher. Further, Marty wanted for his PSTs to be aware of
the positive aspects of the job and the potential for a satisfying teaching career. Marty explained:
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It's good [for the PSTs] to see that teachers actually care about the profession and if they
need support they can ask their friends [and] they can lean on one another. And if that's
the kind of support that you see as a preservice teacher and you're not getting it where
you go, you know that [it] might not be the school for you.
Maria and Marty wanted their PSTs to feel confident that they were making the right career
choice. Therefore, Maria and Marty believed in the importance of providing their PSTs with a
realistic view of the job including the positive and rewarding as well as negative or challenging
elements.
Uniquenesses. Ma ia
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professional expertise was teaching self-ad
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be successful in their next placement even if their Practicum 2 CT was lacking in some skills.
She believed that by teaching her PSTs to advocate for themselves they would have a better
chance of getting their needs met even under difficult circumstances.
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was teaching the importance of building relationships with stud ents. Marty felt that his ability to
form relationships with his students had been instrumental to his success and wanted his PSTs to
have the same skill. Marty believed that relationship-development was particularly important to
master for teachers in Ti e I ch
a ed hi PST
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hi g e e [ i ] j
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Alignment of Conceptualization with Enactment
From my analysis of the interview, observation, and document data, I found that each
i c ded e
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conceptualization could

be linked to one or more included terms related to his enactment. Although the four overarching
conceptualizations and many of the specific understandings of the CT role were common to both
Maria and Marty, the included terms related to enactment were mostly unique to each
participant. See Table 11.
Table 11
Cross-Case Alignment Analysis

A Priori Question 2: Alignment of Conceptualization with Enactment
I

a

a

ac

c c

a a
the roles?

CT

a

ac

Creator of a Comfortable Learning Environment
Included Terms

Semantic
Relationship

Cover Term

are ways to

enact the CT
role

Uniquenesses
Commonalities
Mrs. Maria Alvarez

Establishing
rapport:
Checking in
Sharing
personal
experiences

Embracing
mistakes:

Maintaining
structure:
Following a
consistent
routine

Mr. Marty Brown

Demonstrating
a love for
teaching:
Having fun

Reassuring
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Table 11 (continued)
Provider of Appropriate Supports
Included Terms

Semantic
Relationship

Cover Term

are ways to

enact the CT
role

Uniquenesses
Commonalities
Mrs. Maria Alvarez

Mr. Marty Brown

Giving
constructive
feedback:

Giving
constructive
feedback:
Debriefing
during
transitions

Reviewing
materials
prepared and
requesting
revisions
Using
nonverbal
cues
Pulling aside

Personalizing
teaching
experiences:
Assessing
individual
needs
Modifying
approach

Setting up for
success
Sharing
planning and
teaching
resources
Adhering to
the pacing
calendar
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Table 11 (continued)
Facilitator of Teaching Experiences
Included Terms

Semantic
Relationship

Cover
Term

are ways to

enact the CT
role

Uniquenesses
Commonalities
Mrs. Maria Alvarez

Mr. Marty Brown

Engaging in coplanning and coteaching:
Engaging in coplanning and
co-teaching:
Affording
opportunities
to work with
individual
and/or small
groups of
students
Providing
opportunities
to lead a part
of the lesson

Practicing
lesson
preparation
together
Granting
opportunities
for
independent
practice with
lesson
planning

Engaging in
co-planning
and coteaching
Previewing
the lesson

Assisting
when needed
Scaffolding
teaching
practice
Adding on

Managing
expectations:
Seeking
active
involvement
Valuing
contributions
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Table 11 (continued)
Developer of Professional Expertise
Included Terms

Semantic
Relationship

Cover Term

are ways to

enact the CT
role

Uniquenesses
Commonalities
Mrs. Maria Alvarez

Revealing the
realities of
teaching:
Revealing the
realities of
teaching:
Explaining
rationale for
instructiona
l decisions

Discussing
student
concerns
Arranging
opportunities
to visit other
classrooms

Teaching selfadvocacy:

Mr. Marty Brown

Revealing the
realities of
teaching:
Encouraging
participation
in outside
experiences

Teaching the
importance of
building
relationships
with students:
Pushing to
learn student
names
Having greet
students at
the door

Goal setting
Listening
and
responding
to needs

Creator of a comfortable learning environment. Two common ways Maria and Marty
conceptualized the role of creator of a comfortable learning environment were as establishing
rapport and embracing mistakes. Both Maria and Marty enacted establishing rapport by
checking in and sharing personal experiences and both enacted embracing mistakes by
reassuring. A unique way Maria conceptualized creating a comfortable learning environment
was maintaining structure. She enacted maintaining structure by following a consistent routine.
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A unique way Marty conceptualized creating a comfortable learning environment was
demonstrating a love for teaching. He enacted demonstrating a love for teaching by having fun.
Commonalities. Maria and Marty both enacted their common conceptualization of
establishing rapport by chec i g i a d ha i g e

a e e ie ce . Ma ia

a d Ma

check-in sessions with their PSTs occurred in the mornings when students were not present.
Maria and Marty initiated check-ins with their PSTs in a similar fashion. For instance, I
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personal experiences they had as PSTs and teachers. Because they had been through Evergreen
EPP themselves, Maria and Marty were able to give advice to their PSTs about how to succeed
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struggling to keep his grade up in his number concepts course. Marty told PST1 he hoped he
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information with his PSTs than Maria did with her PSTs. For instance, I observed him share that
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Maria and Marty both enacted their common conceptualization of embracing mistakes by
ea

i g. Th
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e f Ma ia

Ma

PSTs made a mistake they would offer reassurance. Maria and Marty did not want their PSTs to
feel discouraged after making a mistake in front of students. They spoke to their PSTs privately
to reassure them that mistakes are a normal part of the learning process. To normalize making
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mistakes for their PSTs, Maria and Marty also pointed out some of their own mistakes. In
addition, Maria and Marty reassured their PSTs when they exhibited a lack of confidence during
planning sessions. For example,
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Uniquenesses. Maria enacted her unique conceptualization of maintaining structure by

following a consistent routine. As discussed in chapter four, Maria followed a consistent routine
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the plan for the lesson with her PSTs. On Mondays she would also go over the weekly agenda
and on Wednesday she would review what the PSTs had missed on Tuesday. Each day during
first period, Maria would deliver the whole group instruction while the PSTs observed. When
the students were working independently or in small groups, both Maria and the PSTs would
provide assistance. Each day during second period, one PST would lead a portion of the lesson
and each day during third period the other PST would lead a portion of the lesson. During the
transitions between class periods, Maria debriefed with her PSTs. Maria maintained this same
routine for the duration of the Practicum 1 experience.
Marty enacted his unique conceptualization of demonstrating a love for teaching by
having fun on the job. Marty placed a strong emphasis on having fun as evidenced by his reply
when I asked him, in the final interview, what he hoped his PSTs had gained from their
Practicum 1 experience:
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I hope that what they got out of it was that not every day is a struggle. What I hope is
that they get that teaching is kind of fun and it's gnarly and we laugh and we have a great
time. And we make fun of students and students make fun of us. And it's okay. And I
think if you have that kind of mindset, you never actually come into work. You come in
to have fun. And that's what I hope that they see that it's not a job. It's an experience.
Throughout the field experience, I observed Marty having fun spontaneously by joking around
with his students and PSTs. He also purposefully planned for fun by scheduling various
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class period I observed Marty, his PSTs, and his students laughing and smiling.
Provider of appropriate supports. A common way Maria and Marty conceptualized
the role of provider of appropriate supports was as giving constructive feedback. Both Maria and
Marty enacted giving constructive feedback by debriefing during transitions. Additionally,
Marty had three unique ways that he gave constructive feedback: (1) reviewing materials
prepared and requesting revisions, (2) using nonverbal cues, and (3) pulling aside. A unique way
Maria conceptualized the role of provider of appropriate supports was as personalizing teaching
experiences. She enacted personalizing teaching experiences by assessing individual needs and
modifying approach. A unique way Marty conceptualized the role of provider of appropriate
supports was as setting up for success. He enacted setting up for success by sharing planning
and teaching resources and adhering to the pacing calendar.
Commonalities. Maria and Marty both enacted their common conceptualization of
giving constructive feedback by debriefing during transitions. Both Maria and Marty had to take
advantage of transitions to debrief with their PSTs and provide feedback because they had no
large block of time available for that purpose.
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Misalignment. These debriefing sessions represented a misalignment be
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Maria did her debriefing in between periods as the students were transitioning from one
classroom to another. However, Marty did his debriefing during natural transitions between
activities that occurred within one class period. He utilized the time between class periods to
help his PSTs form relationships with the incoming students.
Uniquenesses. The first unique way Marty enacted giving constructive feedback was
reviewing materials prepared and requesting revisions. As discussed in chapter five, I observed
that throughout the field experience Marty provided his PSTs with opportunities to practice
lesson preparation independently. Unlike Maria, Marty was fortunate to have a free planning
period with the PSTs during which he could provide them feedback on their work. Marty would
have the PSTs prepare materials needed for the lesson such as the bell work problems, an
activity, or the objectives for the board. Once the PSTs finished preparing the materials, Marty
d

e hei

,

ide feedbac , a d e e

e ii

if ece a . Ma

constructive criticisms and revision requests were always delivered in between praise and
complime

f he PST

i

ha he ca ed he c

ie

de

f feedbac .

The second unique way Marty enacted giving constructive feedback was using nonverbal
cues. During all instructional periods, I frequently observed Marty use nonverbal cues to provide
immediate feedback to his PSTs when they were lead teaching. For example, he would raise his
arms to signal to his PSTs that they should speak louder or motion with his hands to direct them
to begin the next activity.
The third unique way Marty enacted giving constructive feedback was pulling aside. In
order to conduct his debriefing sessions with his PSTs during the brief natural transitions with
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class periods, Marty pulled them aside to speak with them privately. This occurred after the
PSTs taught their lead portion of the lesson. Sometimes Marty would encourage his PSTs to
self-e a a e
a

hei

hi g. I hi

ef

a ce. F

hei fi

e a

e, he a ed, I

da I a ed i e,

ha

he

d

he ide a d a

cha ge ab

hi e

he
?.

Maria enacted her unique conceptualization of personalizing teaching experiences by
assessing individual needs and modifying approach. Maria would regularly ask her PSTs what
they felt comfortable trying and what support they needed from her. In some instances, she was
able to assess their comfort level with participating in various activities based on their body
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approach. For example, she would adjust the order of teaching, allowing the most confident PST
to go first and giving the more reluctant PST an opportunity to gain confidence by observing.
The first way Marty enacted his unique conceptualization of setting up for success was by
sharing planning and teaching resources. Throughout the field experience, I observed that Marty
provided resources in responses to his PSTs needs. For example, Marty gave a list of academic
words to one of his PSTs who was having difficulty with crafting lesson objectives. In addition,
he shared general planning and instructional resources with both of his PSTs such as review
games, workbook pages, and assessments.
The second way Marty enacted his unique conceptualization of setting up for success was
by adhering to the pacing calendar. At the beginning of Practicum 1, Marty gave his PSTs a
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saw Marty refer to the pacing calendar and remind the PSTs that this was a way for them to have
more time to prepare and be more comfortable with the material. This additional preparation
time set the PSTs up for success.
Facilitator of teaching experiences. A common way Maria and Marty conceptualized
the role of facilitator of teaching experiences was as engaging in co-planning and co-teaching.
Both Maria and Marty enacted engaging in co-planning and co-teaching by affording
opportunities to work with individual and/or small groups of students and providing
opportunities to lead a part of the lesson. A unique way Maria enacted engaging in co-planning
and co-teaching was previewing the lesson. Two unique ways Marty enacted engaging in coplanning and co-teaching were practicing lesson preparation together and granting opportunities
for independent practice with lesson planning. A unique way Maria conceptualized her role as a
facilitator of teaching experiences was as assisting when needed. She enacted assisting when
needed by scaffolding teaching practice and adding on. A unique way Marty conceptualized his
role as a facilitator of teaching experiences was as managing expectations. He enacted managing
expectations by seeking active involvement and valuing contributions.
Commonalities. The first way Maria and Marty both enacted their common
conceptualization of engaging in co-planning and co-teaching was affording opportunities to
work with individual and/or small groups of students. Across all observations, I found that both
Maria and Marty had their PSTs circulate any time students were working independently or in
a g

ide a i a ce. Ma

e

ai ed, [The PST ] a e a i i g

anything that maybe they don't understand or whatnot. They e
a ef

Ma ia PST ; he

ed ab

he

f ee

218

a i g.

idi g

Thi

de

ih

ce s was the
de

i

eed.

The second way Maria and Marty both enacted their common conceptualization of
engaging in co-planning and co-teaching was providing opportunities to lead a part of the lesson.
For at least one part of one class period during each day, Maria and Marty had each PST deliver
whole class instruction. Both Maria and Marty would model for their PSTs during the first
instructional period before having them lead he e
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work and sometimes also gave the notes or facilitated activities.
Uniquenesses. Although Maria and Marty both believed in the importance of planning
with their PSTs, differences in their schedules influenced them to enact co-planning differently.
Maria explained:
So the only planning time I have with [the PSTs] is in the morning. And then during
class we have to ge
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between that we can talk about stuff, unfortunately. Cause I know like the other interns
[another PST pair placed with a different CT at CMS] that are here, they have second
period off so they have that opportunity to at least teach one class and then talk about
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Marty explained:
When the [PSTs] get here, we have all this time and it's awesome. Literally from 8:30 all
the way up until 10:18 that's two hours of us, you know, talking and planning and stuff.
But then there's not a lot of time for them to actually [teach]. So it's kind of like a double
edge sword because we have all this planning time...but then we have one [instructional]
period, another period, half a period, and then they're gone.

219

Misalignment. The unique way Maria enacted engaging in co-planning and co-teaching
was previewing the lesson. P e ie i g he e
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ideal conceptualization of co-planning and her enactment. Maria only had a short amount of
time to spend with her PSTs each morning. Because of this, she was not able to plan lessons
with her PSTs. However, she always made sure to preview the lesson with them bef ore students
arrived. Maria would go over the daily agenda with her PSTs, make sure they were comfortable
with the content, and discuss any misconceptions students might have.
The first unique way Marty enacted engaging in co-planning and co-teaching was
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and his PSTs preparing lessons collaboratively. They discussed how to structure activities,
explain concepts, and challenge the students.
The second unique way Marty enacted engaging in co-planning and co-teaching was
granting opportunities for independent practice with lesson planning. In all of my observations, I
saw Marty give his PSTs at least one opportunity to design a part of the lesson or develop an
instructional resource independently. For example, he would have them generate the bell work
problems, come up with the Fun Day Monday activity, or prepare a review game.
Maria enacted her unique conceptualization of assisting when needed by scaffolding
teaching practice and adding on. Throughout the field experience, Ma ia caff ded he PST
teaching practice. She would model for them by leading instruction during first period while
they observed her and would then give them the opportunity to lead a part of the lesson in second
and third periods. If one of her PSTs was struggling when he/she was leading the lesson, Maria
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The first way Marty enacted his unique conceptualization of managing expectations was
seeking active involvement. Throughout the field experience, I observed Marty push his PSTs to
get involved in the planning and teaching process. He shared:
I'm realistic in my expectations and if [the PSTs are] ready to do it I'll let them do it. If
they're not well then I'll coach them until they are. But from what I've seen from them is
if I put the challenge in front of them, they're ready to take it.
The second way Marty enacted his unique conceptualization of managing expectations
was valuing contributions. In order to encourage his PSTs continued active involvement in the
classroom, Marty regularly expressed to them how much he valued their contributions with
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Developer of professional expertise. A common way Maria and Marty conceptualized
the role of developer of professional expertise was as revealing the realities of teaching. Both
Maria and Marty enacted revealing the realities of teaching by explaining rationale for
instructional decisions. Two unique ways Maria enacted revealing the realities of teaching were
discussing student concerns and arranging opportunities to visit other classrooms. A unique way
Marty enacted revealing the realities of teaching was encouraging participation in outside
experiences. A unique way Maria conceptualized her role as a developer of professional
expertise was as teaching self-advocacy. She enacted teaching self-advocacy by goal setting and
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listening and responding to needs. A unique way Marty conceptualized his role as a developer of
professional expertise was as teaching the importance of building relationships with students. He
enacted teaching the importance of building relationships with students by pushing to learn
student names and having greet students at the door.
Commonalities. Maria and Marty both enacted their common conceptualization of
revealing the realities of teaching by explaining rationale for instructional decisions. Regularly,
throughout the field experience, I observed Maria and Marty explain their rationales for the
instructional decisions they made to their PSTs. These conversations occurred primarily in the
mornings when Maria and Marty were preparing for the lesson with their PSTs. However, if
adjustments were needed during instruction, Maria would explain her rationale to her PSTs
during their debriefing session between class periods and Marty would pull his PSTs aside to
explain his rationale to his PSTs in the moment.
Uniquenesses. The first unique way Maria enacted revealing the realities of teaching
was discussing student concerns. When Maria explained her rationale for her instructional
decisions to her PSTs, she always connected it back to her students. She made it clear to her
PSTs that what worked for her students may not work for a different group of students. She
wanted her PSTs to be aware of the issues that her students were facing at home and school. I
observed Maria discuss concerns about particular students with her PSTs and collaboratively
consider ways to support those students.
The second unique way Maria enacted revealing the realities of teaching was arranging
opportunities to visit other classrooms. Maria sent her PSTs to see other mathematics teachers
who taught different grade levels and the teachers on her seventh-grade team who taught
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different subjects. She also arranged for PST1 to visit the band class because he expressed
interest in doing so. After their visits, Maria asked her PSTs to reflect on what they observed.
The unique way Marty enacted revealing the realities of teaching was encouraging
participation in outside experiences. Marty encouraged his PSTs to participate in experiences
outside of what was required of them by Evergreen EPP. He would invite them to attend on days
other than their regularly scheduled field days so they could participate in different activities
such as Professional Learning Community (PLC) meetings. By the end of the field experience,
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observation, I witnessed the following exchanged between Marty and one of his PSTs:
PST1 tells Marty he is not ready for Practicum 1 to end or to say goodbye to the kids. He
asks if he can continue coming next semester. Marty says he will support him in
whatever he feels he needs for his education.
The first way Maria enacted her unique conceptualization of teaching self-advocacy was
by goal setting. Maria had her PSTs set personal goals for their professional growth at the
beginning of the Practicum 1 experience. She monitored their progress, worked with them to
modify their goals, and helped them create plans of action. She wanted her PSTs to have
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The second way Maria enacted her unique conceptualization of teaching self-advocacy
was by listening and responding to needs. In the mornings when Maria checked in with her
PSTs, she listened carefully as they described their learning needs. Based on what they said,
Maria would give her PSTs instructions on how to develop various skills and how to identify
additional helpful resources. Her intention was that her PSTs would be able to go through this
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process independently. She specifically hoped that they would be able to articulate their needs to
their Practicum 2 CTs and continue having successful field experiences.
The first way Marty enacted his unique conceptualization of teaching the importance of
building relationships with students was by pushing to learn student names. Marty shared his
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The second way Marty enacted his unique conceptualization of teaching the importance
of building relationships with students was by having greet students at the door. Between each
class period, Marty had his PSTs take turns standing at the door to greet students. This gave the
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Marty believed having his PSTs welcoming students into the classroom would help them to build
relationships.
Graphic representation of alignment between conceptualization and enactment.
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corresponding terms of enactment. Refer to Figure 18 on p. 230. Figure 18 contains all the
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conceptualizations and enactments of their CT roles. The four broad conceptualizations are
listed in bold font in the top middle thought bubble to indicate that they were common to both
Maria and Marty. Underneath each broad conceptualization are specific understandings in the
same font color that were also shared by Maria and Marty. The specific understandings in the
thought bubble on the left are unique to Maria while those in the bubble on the right are unique

224

e

to Marty. Each of these specific understandings is color coded to match the broad
conceptualization they are associated with. All the included terms related to enactments are
listed in the three rounded rectangles. The upper middle rectangle contains common enactment
terms while the lower left and right rectangles contain terms unique to Maria and Marty
respectively. The enactment terms are also color coded to match the conceptualizations they are
related to.
Alumni Impact
The individual analyses presented in the previous two chapters revealed an overarching
theme of improved functioning. Maria and Marty believed that being alumni of the same EPP as
their PSTs were enrolled in made them better able to perform their CT roles and led to an
improved experience for the PSTs. I found two specific ways that both Maria and Marty
believed being alumni positively impacted the field experience. These ways were aligned
philosophies and heightened motivation. I also found a unique way that each individual
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Improved functioning. Being alumni of the same EPP as their PSTs influenced the
ways in which Maria and Marty conceptualized and enacted their CT roles. Maria and Marty
remembered what it was like to be PSTs in Evergreen EPP and knew the expectations and
intended outcomes of the
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experiential understanding and knowledge improved their functioning as CTs. They believed the
fact that they were alumni led them to perform their CT roles differently than they may have
Table 12
Cross-Case Alumni Impact Analysis

A Priori Question 3: Alumni Impact
In what ways do these teachers perceive being alumni of the same EPP as their PSTs impacts
the field experience for themselves and their PSTs?
Improved Functioning
Included Terms
Uniquenesses
Commonalities
Mrs. Maria Alvarez

Aligned
philosophies
Heightened
motivation

Increased
relatability

Semantic
Relationship

Cover Term
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Mr. Marty Brown
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otherwise and that this resulted in a better overall field experience for the PSTs. For example,
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led to improved functioning in their CTs roles were aligned philosophies and heightened
motivation.
Commonalities. Maria and Marty both believed that their philosophies aligned with that
of Evergreen EPP and this led to an enhanced field experience for their PSTs. When I asked
Maria and Marty if they thought EPPs should use alumni as CTs, they indicated that a key
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competing philosophies between CTs and EPPs can lead to uncomfortable situations for PSTs.
Maria shared:
We've had CTs that don't necessarily follow the philosophy of [Evergreen EPP] and then
[their PSTs are] put into classroom environments where they're expected to implement
what they're learning in the program. But it's not an environment that they feel
comfortable doing that in. And it's very hard to try and put those two worlds together
when the person who runs the other world doesn't really think the same way.
Marty stated:
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Maria and Marty both believed that being alumni heightened their motivation. They also
believed this heightened motivation improved their functioning in their CT roles and therefore
led to an optimized field experience for their PSTs. Maria and Marty believed in the philosophy
and the mission of Evergreen EPP and this motivated them to want to give back to the program
by serving as CTs. Further, this shared belief as well as their memories of what it was like to be
an Evergreen PST motivated them to want to be the best CTs possible for their PSTs. Maria and
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Marty saw themselves, their PSTs, and Evergreen EPP as being partners in a quest to improve
the lives of students throughout RCSD. As Marty explained:
It would be amazing to see [PST2] in a couple of years if she still teaches in [RCSD] and
she comes back and becomes a CT for [Evergreen EPP]. Because then she would have
the experience of myself or of [Mrs. Maria Alvarez]. Like maybe she has those
experiences with us. Maybe she grew so much from them and then now she has those
experiences and she could pass them on to her new preservice teachers and then it just
keeps on getting better and better eventually.
Uniquenesses. The unique way Maria believed being an alumna led to improved
functioning was increased relatability. Maria felt that she could relate well to her PSTs because
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The unique way Marty believed being an alumnus led to improved functioning was
enhanced empathy. Marty felt that he really understood what his PSTs were going through and
that this helped him in his role. He explained:
I guess I understand what they're going through, which makes it a little bit more unique in
my case. I know exactly what they're going through. I know the classes that they've
gone through, I know their time restraints. I know how busy they are. That's why I try to
mentor them the way that I do. I'm looking at it through a different lens than I think other
CTs do.
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ineffectively mentored and wanted to do better for his PSTs than his Residency CT had done for
him. Marty believed that his empathy for his PSTs enabled him to function optimally as their
CT.
Graphic representation of alumni impact. Maria and Marty both believed being
alumni of Evergreen EPP positively impacted the field experience for their PSTs who were
currently enrolled in Evergreen. Refer to Figure 19 on p. 231. Figure 19 illustrates the ways in
which Maria and Marty perceived being alumni impacted the field experience for themselves and
their PSTs. The thought bubbles contain all the included terms I used to describe their beliefs
about being alumni in chapters four and five. The top middle bubble contains the two terms
common to Maria and Marty. The left bubble contains the term unique to Maria and the right
bubble contains the term unique to Marty. The upper rounded rectangle indicates both Maria and
Marty felt being alumni led to improved functioning in their CT roles. The lower rectangle
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field experience for their PSTs.
Chapter Summary
In this chapter, I presented the cross-case analysis for Mrs. Maria Alvarez and Mr. Marty
Brown in terms of the three A Priori questions concerning conceptualization of the CT role, the
alignment of conceptualization with enactment of the CT role, and the impact of being alumni of
the same EPP as the PSTs. In the seventh and final chapter, I will discuss the assertions from the
individual and cross-case analyses presented in chapters four through six. I will include an
analysis of how the assertions relate to reports of previous research in the literature and make
suggestions for future research.
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Chapter 7: Discussion
In the first section of this chapter, I summarize the individual and cross-case analyses
presented in chapters four, five, and six. In the second, third, and fourth sections, I discuss the
assertions from the individual and cross-case analyses in terms of the three A Priori questions in
relation to the theoretical frameworks and existing literature. In the fifth section, I discuss
possible implications and recommendations for teacher preparation, education, and development.
In the sixth section, I make suggestions for future research based on the assertions and based on
the limitations and delimitations of the study. In the final section, I make concluding remarks.
Summary of Individual and Cross-Case Analyses
The purpose of this case study research was to understand the ways successful middle school
mathematics teachers serving as first-year CTs for PSTs from the same EPP where they received
their initial preparation conceptualized and enacted their CT roles. In particular, the following A
Priori questions guided this inquiry:
1. In what ways do two successful novice middle school mathematics teachers who serve as
first-year CTs for the same EPP where they received their initial teacher preparation
conceptualize CT roles?
2. I
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enactments of the roles?
3. In what ways do these teachers perceive being alumni of the same EPP as their PSTs
impacts the field experience for themselves and their PSTs?
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In chapter four, I presented the individual analysis for the case of Mrs. Maria Alvarez based on
my review of the interview, observation, and document data. With the first A Priori question in
mind, I discovered four major ways that Maria conceptualized her CT role: (1) creator of a
comfortable learning environment, (2) provider of appropriate supports, (3) facilitator of
teaching experiences, and (4) developer of professional expertise. For each of these four broad
conceptualizations, I uncovered additional specific understandings Maria held about her CT role.
In considering the second A Priori question, I found particular ways Maria enacted each specific
understanding of her four broad conceptualizations. In terms of the third A Priori question, I
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functioning in her CT role and therefore resulted in an optimized field experience for her PSTs.
In chapter five, I presented a similarly structured report of the case of Mr. Marty Brown. In
cha e i , I
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conceptualizations and enactments of their CT roles. I also discussed the commonalities and
i e e e i Ma ia
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be ief ab

he impact of being alumni.

Assertions
In Figure 20, I list key claims or assertions (Stake, 1995) related to each A Priori question
based on my interpretations of the data presented in the individual and cross-case analyses in
chapters four, five, and six. In the sections following the figure, I describe each assertion in
more detail and discuss the assertions in relation to the theoretical frameworks and/or existing
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Performativity).
A Priori Question 1: Conceptualization
In what ways do two successful novice middle school mathematics teachers who serve as first -year CTs for the
same EPP where they received their initial teacher preparation conceptualize CT roles?
Four Common Conceptualizations of the CT Role: Maria and Marty both conceptualized their CT roles in the
same four broad ways: (1) as creators of a comfortable learning environment, (2) as providers of appropriate
supports, (3) as facilitators of teaching experiences, and (4) as developers of professional expertise.
Common Conceptualizations Influenced by Common Experiences: Ma ia a d Ma
c
n
conceptualizations of their CT roles were influenced by their common experiences as PSTs in Evergreen EPP.
Unique Conceptualizations Related to Unique Experiences and Personal Characteristics: Ma ia a d
Ma
i e c ce a i a i
f hei CT oles were related to their unique experiences and personal
characteristics.
Philosophy of Mentoring Similar to Philosophy of Teaching: Ma ia
were similar to their teaching philosophies.
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A Priori Question 2: Alignment of Conceptualization with Enactment
ac
c c
a a
CT
a
ac

?

Each Conceptualization of the CT Role was Enacted: Both Maria and Marty had specific ways of enacting
each of their conceptualizations of their CT roles.
Contextual Factors, Teaching Styles, and Personal Characteristics Impact Methods of Enactment:
Differences in contextual factors, teaching styles, and personal characteristics led Maria and Marty to enact their
roles in different ways even though their conceptualizations of the CT role were similar.
CTs Reactions to O n E periences as PSTs Affect Prioriti ation of Enactments: Reactions to their own
experiences as Practicum 1 PSTs led Maria and Marty to prioritize different aspects of their conceptualizations in
their enactments.
A Priori Question 3: Alumni Impact
In what ways do these teachers perceive being alumni of the same EPP as their PSTs impacts the field experience
for themselves and their PSTs?
Dedication to the Mission of the EPP Enhances Motivation: Ma ia a d Ma
dedica i
he
Evergreen EPP motivated them to serve as CTs and to care about the long-term success of their PSTs.

i i

f

Being Alumni Leads to the Perception of Improved Functioning in the CT Role and an Optimized Field
Experience for the PSTs: Maria and Marty perceived that being alumni of the same EPP as their PSTs improved
their functioning in their CT roles and that this led to an overall enhanced field experience for the PSTs.

Figure 20. Major assertions.
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Four common conceptualizations of the CT role. Maria and Marty both
conceptualized their CT roles in the same four broad ways: (1) as creators of a comfortable
learning environment, (2) as providers of appropriate supports, (3) as facilitators of teaching
experiences, and (4) as developers of professional expertise. These conceptualizations are
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literature, Butler and Cuenca constructed three main ways CTs conceptualized their roles: (1) as
instructional coaches, (2) as emotional support systems, and (3) as socializing agents. During
our conversations, Maria and Marty discussed their responsibilities to give their PSTs a
comfortable environment to learn in, to give them the support they needed to succeed, to ensure
they had ample opportunities to practice their teaching, and to impart professional knowledge
and skills that would aid the PSTs in their future field experiences and teaching careers. Maria
and Marty brought up these same ideas over and over again throughout the interviews.
These ideas encompassed the three conceptualizations constructed by Butler and Cuenca
(2012) and also one additional conceptualization, facilitators of teaching experiences. The
studies reviewed by Butler and Cuenca included CTs who were mentoring PSTs during their
final internship experience. Perhaps in that setting it was taken for granted that the PSTs would
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initial field experience. For this reason, creating opportunities for practice teaching with
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roles. As I read and reread the interview data, I discovered other understandings Maria and
Marty had about their CT roles. I found all the other understandings could be considered aspects
of their four main conceptualizations. Similarly, other researchers have constructed short lists of
overarching conceptualizations of the CT role that subsume all of their multifaceted
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understandings (e.g., Ambrosetti, Knight, & Dekkers, 2014; Hall, Draper, Smith, & Bullough,
2008). Several researchers have found that one of most common ways of conceptualizing the CT
role is as a supporter (Hall et al., 2008; Hoffman et al., 2015; Reinhardt, 2017a). Maria and
Marty seem to take this conceptualization one step further; they are not merely concerned with
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learning needs.
Common conceptualizations influenced by common experiences. Ma ia
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conceptualizations of their roles are related to their own previous experiences as students, PSTs,
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conceptualize their roles (e.g., Hall et al., 2008). When I asked Maria and Marty to articulate
what they thought it meant to be CTs, they both discussed their own experiences as PSTs. Maria
and Marty were graduates of the second cohort of Evergreen EPP. They were in all the same
courses at SSU and had the same instructors. The program coordinator and their university
supervisor told them as PSTs of the long-term goal for the program to not only grow its own
teachers, but also its own CTs. This represents an addition of a new dimension to GYO missions
beyond those described in the literature (e.g., Garcia et al., 2019; Goings et al., 2018; Kamler &
Goubeaud, 2018). Evergreen EPP added a new layer to its GYO mission with a two-fold focus
on growing teachers for the local school district and growing CTs for the program. Maria and
Marty were aware of the possibility that they would be able to eventually become CTs.
Throughout their Practicum 1, Practicum 2, and Residency experiences Maria and Marty
participated in associated seminar courses together and had numerous opportunities to share their
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impressions of their CTs. In our interview conversations, both Maria and Marty reported having
limited opportunities to teach in Practicum 1, slightly more opportunities in Practicum 2, and
assuming the full responsibilities of a classroom teacher in Residency. Both Maria and Marty
reported having some positive and some negative field experiences. They believed the quality of
their experiences depended on the quality of their CTs. Clarke and colleagues (2014) found that
both PSTs and CTs tend to agree that the CT has the largest impact on the nature of the field
experience. In reaction to these positive and negative experiences, Maria and Marty made
decisions about the kinds of CTs they wanted to become.
While still in the data collection phase, I already began to recognize the power of the
i f e ce Ma ia a d Ma

e e ie ce a E e g ee EPP PST had i

di g hei

conceptualizations of the CT role. Other researchers have also noticed the influence that
experiences as PSTs have on CT
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f hei

e (e.g., L
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Scott, & Adkins, 2019; Ragland, 2017). On more than one occasion, I made a note to myself in
my researcher journal that I needed to exercise care not to bring in elements from my
conversation with one participant into my conversation with the other participant. I had a strange
sensation when I interviewed Maria and Marty in the same week that in the second interview I
was still talking to the same person. While Maria and Marty did each have some unique
conceptualizations, the majority of their conceptualizations were shared. Their common
experiences in Evergreen EPP appear to be the most likely explanation for this. van Ginkel and
c eag e
c

e

(2016) fi di g i
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experiences immersed them in the Evergreen culture and gave them similar motivations for
mentoring; these experiences in turn may have led to similar conceptualizations of their roles.
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Unique conceptualizations related to unique experiences and personal
characteristics. Ma ia a d Ma
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to their unique experiences and personal characteristics. Throughout the interviews, Maria and
Marty shared unique experiences and personal characteristics that impacted the ways they
conceptualized their roles. One example of this is related to their first years of teaching. Maria
struggled during her first year with classroom management. She found that implementing
consistent daily routines helped to mitigate the behavioral problems she was experiencing.
Maria believed maintaining structure was vital to her success and wanted her PSTs to understand
the need for maintaining structure in their future classrooms. There is some empirical evidence
that effective classroom management positively impacts mathematics learning; van Dijk, Gage,
and Grasley-Boy (2019) reported on the results of study involving almost 5,000 fourth and fifth
grade students and nearly 250 teachers. The results suggested teachers with better classroom
management skills have students who are more motivated to learn mathematics and who score
higher on mathematics achieve e

e

. I c
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Ma ia fi

-year experiences, Marty

stated that due to his stature and military background classroom management was never an issue
for him. During his first year, Marty won the High Impact Award from the state for his teaching
performance. He attributed his success to his ability to build relationships with his students and
wanted to teach this skill to his PSTs. There is some empirical support for the value of
relationships between middle school teachers and their students; in a study of over 5,000 lowsocioeconomic status middle school students from a large rural school district, Dennie, Acharya,
Greer, and Bryant (2019) found that teacher-student relationships positively influenced student
engagement, GPA, and standardized test scores.
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provided few opportunities for her to teach and her learning needs were not met. Because of
this, Maria hoped to teach her PSTs self-advocacy skills so they would still be able to get their
needs met even if they were placed with ineffective CTs in subsequent field experiences. During
his Practicum 1 experience, Marty recalled feeling as though he would never be able to make it
at a school like his Practicum 1 school. However, he ended up succeeding at EMS, which served
a similar student population. He asserted that PSTs have a tendency to feel powerless. He
wanted to help his PSTs avoid the fear that they may never be good teachers and empower them
by setting them up for success in their first-ever teaching experience. Several authors have found
a wide diversity in the ways CTs conceptualize their roles (e.g., Ambrosetti & Dekkers, 2010;
Butler & Cuenca, 2012; Hall et al., 2008). Perhaps the reason for this diversity is that unique
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Philosophy of mentoring similar to philosophy of teaching. Ma ia
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mentoring philosophies were similar to their teaching philosophies. In our interviews, I asked
Maria and Marty about their philosophies of teaching and mentoring. They both told me directly
how they viewed teaching and mentoring as similar in nature. Maria explained how having high
expectations for her students is an important part of her teaching philosophy. She believed that if
she gave her middle school mathematics students only easy problems to solve, they would never
progress. She felt part of her job as a teacher was to push them to higher levels of difficulty.
Ma ia
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part of her job as a CT was to push her PSTs to challenge themselves by getting in front of the
class and practicing new teaching techniques. Marty believed that having good rapport with his
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students was the key to successful learning. In fact, he believed that good rapport was more
important than any other teaching skill in terms of leading to student success. He felt that this
was true not only for teaching middle school students how to do math, but also for teaching PSTs
how to be teachers. Reinhardt (2017a) found that some CTs mentor the way they were mentored
as PSTs and others CTs form their own mentoring style based on their teaching style. It appears
that Maria and Marty chose the latter route because they were not totally satisfied with the
mentoring they received as PSTs.
Each conceptualization of the CT role was enacted. Both Maria and Marty had
specific ways of enacting each of their conceptualizations of their CT roles. From the interview,
observation, and document data, I was able to pair every included term related to
conceptualization with a specific included term related to enactment for both Maria and Marty.
(Refer back to Table 11 in chapter six.) Maria and Marty believed they formed their
conceptualizations about the CT role prior to actually becoming CTs. Maria described a shift in
her conceptualization when she received a list of expectations for the Practicum 1 experience
from Evergreen EPP. However, this occurred at the professional development session held in the
summer prior to the field experience. Because Maria and Marty were able to articulate their
conceptualizations of their roles in the initial interviews and their enactments of their roles
remained consistent throughout all the observations, it appears that the enactments were based on
the conceptualizations. This parallels the conclusions of Butler and Cuenca (2012) who found
ha CT c ce

ai ai
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Contextual factors, teaching styles, and personal characteristics impact methods of
enactment. Differences in contextual factors, teaching styles, and personal characteristics led
Maria and Marty to enact their roles in different ways even though their conceptualizations of the
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CT role were similar. Although Maria and Marty conceptualized their CT roles in the same four
broad ways and shared many specific understandings of their roles, the majority of their
enactments were unique. Rabin (2020) discusses the value of CTs and PSTs engaging in coteaching. Maria and Marty both believed in the importance of providing their PSTs with
opportunities for co-planning and co- eachi g. H

e e,d e
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ac
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a i g

period with her PSTs her enactment of co-planning was limited. Marty, on the other hand, had
ample time to plan with his PSTs and his enactment of co-planning was extensive. Despite the
fact that Maria had less planning time with her PSTs, she managed to discuss student concerns
with them in a meaningful way.
Having gone to CMS as a middle school student herself, Maria felt intimately connected
to her student population. She wanted her PSTs to know the issues her students were facing at
home and school and to reflect deeply on how to best support their educational experience. In
her first year teaching, Maria found that the strategies that worked with the students from her
Residency in an affluent suburban school did not work with her students at CMS. Because of
this, she wanted her PSTs to know the kind of population they were dealing with and what
methods would lead to success with the e
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reflected in the national standards for mathematics teacher preparation. The first major
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In contrast, Marty spent much of his time as a teacher and CT laughing, joking, and
having fun. He was able to do this because of his own well-developed sense of humor. This was
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e e h-grade students were also his students in the
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sixth grade. He had created a fun atmosphere that was easy to perpetuate when he looped with
his students. Looping is a preferred practice in middle school education because it allows
students and teachers to get to know one other well and to develop trusting relationships
(Jac
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d ha CT
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approaches with PSTs reflected their teaching approaches with students. This alignment
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styles impacted their enactments of their CT roles.
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reciprocal determinism helps to explain the relationships among terms I am using in my
assertions. I Ba d a

de i

he
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external environment, and behaviors all mutually influence one another. In a similar way, the
bottom half of the figure shows how in my study conceptualization, contextual factors, and
enactment all mutually influence one another. Teaching styles and personal characteristics
influence conceptualization, which together with contextual factors impact enactment. Roegman
and Kolman (2020) present a new more detailed framework showing how the work of CTs
occurs in two overlapping contexts, PK-12 schools and EPPs. A wide range of systemic factors
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at large, state and district policies, and specific school and EPP cultures.
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Figure 21. Understanding the CT role. Adapted from Bandura, A. (1978). The self system in
reciprocal determinism. American Psychologist, 33(4), 345.
CTs reactions to o n e periences as PSTs affect prioriti ation of enactments.
Reactions to their own experiences as Practicum 1 PSTs led Maria and Marty to prioritize
different aspects of their conceptualizations in their enactments. Ragland (2017) found that her
participants, 10 teachers acting as CTs for PSTs from the same EPP where they graduated from,
also discussed the impact of their own field experiences on their enactments of their CT roles.
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own mentoring experiences as PSTs to how they mentored. Maria remembered her Practicum 1
experience as an uncomfortable one. Her Practicum 1 CT did not make her feel welcomed and
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was determined to ensure that she provided a better Practicum 1 experience for her PSTs. She
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development. Based on an examination of the literature on CT-PST interactions, Hoffman and
colleagues (2015) found that in general CTs tended to primarily act as supporters and to view
challenging their PSTs as secondary to ensuring their comfort. The theme of comfort was
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her PSTs feel comfortable sometimes seemed to interfere with her ability to enact other
conceptualizations. Maria was hesitant to push her PSTs beyond their comfort zones to take on
new teaching tasks. She was supportive and encouraging, but in the end if they said they were
uncomfortable she would back down and not require them to do an activity.
From his Practicum 1 CT, Marty learned about the importance of building relationships
with students. Marty enjoyed his Practicum 1 experience and the relationship he formed with his
CT. He grew to see relationships as the key to all learning. The theme of relationships was
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s discussions of his conceptualizations of his CT role. The words
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time developing relationships with his PSTs and also teaching his PSTs the importance of
developing relationships with students. Relationship development was a central aspect of all of
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to try new teaching activities; perhaps this was possible because of the strong relationships they
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PSTs in the context of a supportive relationship.
Lortie (1975) coined the term apprenticeship of observation to refer to the phenomenon
where PSTs enter their EPPs with preconceived ideas about teaching formed from their own
schooling experiences. Although PSTs have observed teachers teaching for most of their lives,
they probably do not have a complete sense of all the job requires because much of what a
teacher does is invisible to the students. Lunsmann and colleagues (2019) speculated that the
apprenticeship of observation extends to CTs and that CTs form ideas about mentoring from the
way they were mentored. Loughran (2006)
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through the negative experience of feeling uncomfortable as a PST learned how to enact her CT
role in such a way that her PSTs would feel comfortable.
Dedication to the mission of the EPP enhances motivation. Ma ia
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dedication to the mission of Evergreen EPP motivated them to serve as CTs and to care about the
long-term success of their PSTs. The founding mission of Evergreen EPP was to prepare highai
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need, Title I schools. Later, Evergreen EPP expanded the mission to include not only growing
its own teachers but also its own CTs. Figure 22 depicts the ideal cycle in which an Evergreen
PST becomes a CT. Maria and Marty have successfully gone through this cycle. In the first row
of the figure, they are PSTs in Evergreen EPP. In the second row, they have graduated. In the
third row, they are working as mathematics teachers in Title I middle schools in RCSD. In the
fourth row, they are still working at the same schools and are also serving as CTs for four PSTs
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in a new cohort at Evergreen EPP. Hopefully, this new cohort will go on to graduate and
continue the cycle. This is depicted by the arrow on the right-hand side moving the PSTs from
their current position to their future as Evergreen EPP graduates. From there, the goal is that
they will follow the arrows on the left side each year and eventually become CTs like Maria and
Marty are now.

Figure 22. The grow your own mission of Evergreen EPP. Created with material from
Flaticon.com. © Flaticon.com. Used with permissions.
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primarily motivated by an innate desire to help others. This desire was part of who they were as
people and attracted them to the mission of Evergreen EPP. As they became more dedicated to
the mission, they developed desires to become CTs to give back to the program, grow and
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experiences and teaching careers. Previous literature reports that other CTs share similar desires
to give back to the profession and improve their own teaching (e.g., Faikhamta & Clarke, 2018;
Russell & Russell, 2011).
Being alumni leads to the perception of improved functioning in the CT role and an
optimized field experience for PSTs. Maria and Marty perceived that being alumni of the same
EPP as their PSTs improved their functioning in their CT roles and that this led to an overall
enhanced field experience for the PSTs. Because of their unique positions as alumni, Maria and
Marty were able to remember what it was like to be PSTs in Evergreen EPP. This helped them
to have a better understanding of what their PSTs were going through. Ragland (2017) reported
ha a be efi
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needs. Maria and Marty were able to relate and empathize with their PSTs on a deep level.
Further, they knew exactly what it took to graduate from Evergreen EPP, become successful
middle school mathematics teachers in RCSD, and become CTs. This knowledge positioned
Maria and Marty to be most helpful to their PSTs who they hoped would follow the same path.
Ma ia
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e toring philosophies aligned with that of Evergreen EPP and this

resulted in consistent expectations of the PSTs. The mentoring philosophy of Evergreen EPP
involved a collaborative co-planning and co-teaching relationship between the PST and CT.
Maria and Marty introduced their PSTs as co-teachers and peer teachers respectively.
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Maria and Marty increased their authority in the classroom and helped them to gain the respect
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of the students. In addition, Maria and Marty viewed the PSTs as potential future colleagues and
strove to minimize the CT-PST power differential by having egalitarian relationships.
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philosophy translated to expectations that the PSTs would not just be passive observers or
assistants, but rather active participants in the planning and teaching process. Because the
philosophies of Evergreen EPP, Maria, and Marty aligned, their expectations for the PSTs were
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Practicum 1 and Maria and Marty held them to these same expectations throughout the field
experience. Similarly, Ragland (2017) found that a major benefit of using program alumni as
CTs was the alignment of philosophy and practice.
Implications and Recommendations
Maria and Marty are passionate, dedicated educators who have achieved much success in
their teaching careers so far and have now transitioned effectively from teachers to teacher
educators upon completing their first experience as CTs. Their cases may be inspirational for
other CTs, particularly those who are preparing to serve as first-time CTs. The cases of Maria
and Marty provide several ideas that could be useful for future CTs and the EPPs who prepare
them for their roles.
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broad conceptualizations of the CT role were largely

consistent with the conceptualizations reported in the current literature, EPPs could offer
professional development to explicitly teach the conceptualizations (creator of a comfortable
learning environment, provider of appropriate supports, facilitator of teaching experiences,
developer of professional expertise) to teachers who want to become CTs. EPPs could provide
ongoing professional development to teachers serving as CTs throughout the field experience.
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de a di g f hei

roles and improve their methods of enactment, resulting in improved field experiences for PSTs.
Killian and Wilkins (2009) contended that in order for professional development to have a
lasting positive impact on enactment, EPPs must provide follow-up sessions to help CTs with
implementation and ongoing support.
Si ce Ma ia a d Ma

e

i ga

ache a ea

be effec i e i h

idd e

school mathematics PSTs, their cases might be used as models in specific professional
development sessions for mathematics teachers, middle school teachers, and/or middle school
mathematics teachers preparing to serve as CTs. This is particularly important given the
problems with recruitment and retention of teachers in these areas (Ingersoll, Merrill, & May,
2014; Malkus, Hoyer, & Sparks, 2015; Vizenor, 2017).
B h Ma ia

a d Ma

enactments of their CT r e . F

fie d e e ie ce i
i

a ce, Ma ia

fee i g

ac ed hei c ce
f di c

f

i he

ai ai

a d

P ac ic

1 experience led her to prioritize comforting her PSTs in her enactment of her role. This
sometimes prevented her from challenging her PSTs to step outside of their comfort zones and
expand their teaching abilities. I recommend that courses and professional development
offerings include opportunities for CTs to reflect on their own field experiences, to consider how
these experiences might affect their conceptualizations and enactments of the CT role, and to
think about how to make adjustments for any potentially negative impact.
Because contextual factors appear to strongly influence enactment of the CT role, EPPs
should work with their partner schools to make the context of the field experience most
conducive to PST success. Despite their similar conceptualizations, Maria and Marty enacted
co-planning in vastly different ways. Marty co-planned with his PSTs leisurely and thoroughly
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during his planning period while Maria had to rush to do minimal co-planning in the few minutes
before school. Both Maria and Marty conceptualized giving constructive feedback as a key facet
of their CT roles. Yet, they were forced to rely on the short transitions between/within class
periods to deliver feedback due to time constraints. In fact, all of the misalignments between
Ma ia

a d Ma

c ce

ai ai

f hei CT

e a d hei e ac

e

c

d be

attributed to the contextual factor of a lack of sufficient time with their PSTs. As Roegman and
Kolman (2020) suggest, CT

eh d

f e ac

e

a e influenced by a wide range of

contextual factors. EPPs and partner schools should work together to ensure that scheduling
allows the PSTs to have ample planning and instructional time with their CTs.
Based on my assertion that being alumni from the same EPP as their PSTs resulted in
Ma ia

a d Ma

e cei ed i

ed f

ci i gi

hei CT

e a d ed

a

ea

enhanced field experience, I concur with the recommendations of Ragland (2017) to use program
alumni as CTs whenever possible and when not possible to provide professional development for
CTs from other programs to ensure aligned philosophies and consistent expectations.
When faced with new experiences, such as the experience of serving as a first-time CT,
eache g

h

gh diffe e

age

f c ce . Teache

c ce

fa i

f

ai c

e :

(1) unrelated, (2) self, (3) task, and (4) impact (Hall & Hord, 1987). Because they were alumni
h

e e dedica ed

their PST

E e g ee

GYO i i , Ma ia

a d Ma

primary concern was

g-term success. This concern was at the impact stage. Maria and Marty

envisioned their PSTs as future colleagues and strove to facilitate a Practicum 1 experience that
would result in optimal learning. Non-alumni first-year CTs could conceivably be at earlier
stages of concern, particularly at the beginning of the field experience. I recommend that EPPs
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these concerns.
Since teaching and mentoring philosophies appear to be related in these cases, it could be
useful for EPPs to provide CTs with opportunities to articulate their teaching philosophies during
professional development sessions and envision ways these philosophies might be applied to
their roles as CTs.
A

i gB

e

ef

ai i

(Jac

& Ma ei, 2012), abe

i e CT, PST,

teacher, intern, student, etc. are not who people are, but rather roles they play. By introducing
their PSTs as co-teachers/peer teachers instead of as interns, Maria and Marty were successful in
helping them to establish authority in the classroom, gain the respect of the students, and to avoid
potential power struggles. Furthermore, Maria and Marty were able to build positive
relationships with their PSTs grounded in mutual respect that resulted in their shared growth and
development. I recommend that EPPs teach the importance of elevating PST status and of
collaborative, egalitarian relationships as part of their professional development for CTs.
Suggestions for Future Research
While I have provided rich, detailed descriptions of two specific cases of alumni CTs,
this study only begins to fill the substantial gap in the literature regarding the conceptualizations
and enactments of CTs who are alumni of the same EPP as their PSTs. Therefore, one
suggestion is to conduct research similar to this inquiry involving different participants. Given
the assertions in this inquiry strongly suggest using alumni as CTs leads to improved functioning
in the CT role ultimately resulting in an optimized field experience for the PSTs, it would seem
this is a best practice that should be more frequently implemented and researched. Two possible
areas of exploration would be studies of conceptualizations and enactments of the CT role using
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participants who are alumni from different cohorts of the same EPP or who are alumni across
various EPPs within one partner PK-12 school or district.
I

d be i e e i g

ee he he CT conceptualizations and enactments of their

roles evolve over an extended period of time. To investigate this, researchers could conduct
longitudinal studies in which they interview CTs and observe them enact their roles over several
years of field experie ce . Addi i a , i i a
ge e a i
i i ia

PST

h ae

e aai . F
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e i g a CT i
a ce, f
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i h Ma ia
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PSTs after they become CTs to see how their conceptualizations and enactments compare.
U
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how they conceptualized their roles. I speculated this was due to the fact that their PSTs were
engaging in their first-ever teaching opportunity and Maria and Marty were more concerned with
creating a positive, enjoyable experience than with providing specific pedagogical or content
knowledge. I further speculated that these latter topics would be heavier areas of emphasis for
CTs in subsequent field experiences. Therefore, another suggestion for future research would be
to study alumni acting as CTs across all field experiences.
Another possible explanation for the absence of middle school and mathematics from
Ma ia

a d Ma

c ce

ai ai

f hei CT

e i ha he

e e i i a ea

age

of developing their identities as teacher educators. Perhaps they were not yet able to fully
articulate the theoretical basis for their middle school mathematics teaching practices to their
PSTs. This skill is considered an essential part of making the transition from an effective teacher
to an effective teacher educator according to Loughran (2006). Future case study researchers
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could explore how middle school mathematics CTs learn to balance the dual roles of teacher of
young adolescents and teacher of teachers.
An additional area for further exploration is the effectiveness of professional
development programs for CTs. In particular, it would be interesting to see if programs offered
by an EPP to non-alumni would result in similar philosophies, expectations, conceptualizations,
and enactments as those of alumni.
Because in recent years, online education is rapidly becoming more and more common at
all levels, it would be beneficial to have studies that explore the conceptualization and enactment
of the CT role when some or all of the instruction and some or all of the supervision is performed
remotely.
Finally, all or any of these avenues for future research could be conducted with a broader
view of the cases to include interviews and observations of PSTs, students, USs, university
instructors, or other stakeholders in addition to the CTs.
Concluding Remarks
When the Practicum 1 field experience ended in November 2019 and I wished Maria and
Marty a happy fall break, none of us could have ever imagined that just a few short months later
our lives as we knew them would completely change. Due to the COVID-19 pandemic, all
RCSD schools were closed after spring break beginning in early March and all classes were
conducted virtually. The schools did not reopen until August 2020 and even then, in person
attendance for students was optional with many parents choosing to keep their children at home
for virtual classes. Life for teachers, students, CTs, and PSTs has changed dramatically and
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there is a good chance that it will never return to what it was like before. I am left wondering
what the future has in store for CTs and PSTs as EPPs work to prepare the next generation of
teachers.
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Appendix C: Observation Protocol
General Information:
Observer (Researcher): Kia Sarnoff Participant Observed: __________
Type of Interaction Observed: (Co-Teaching or Coaching)
Date: __________ Start Time: __________ End Time: __________
During Observation:
Collaborating Teacher/Preservice Teacher Interaction Field Notes:

Comments:

Questions:
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After Observation:
Observer Reflection:
1. How did the collaborating teacher interact with the preservice teacher during the
observation?
2. What models of co-teaching did the collaborating teacher/preservice teacher employ?
3. What types of feedback did the collaborating teacher provide to the preservice teacher
and what was the nature of this feedback?
4. Did the collaborating teacher/preservice teacher engage in reflection on their
planning/teaching and discuss implications for future practice? Who initiated this
reflection?
5. What other information is important to note?
Detailed Account of Field Notes:

Follow-Up Questions for Next Interview:
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Appendix D: Semi-Structured Interview Protocol
Note: I will use a semi-structured protocol that will enable me to tailor my interview questions
based on discussions in previous interviews and/or events observed in co-teaching/coaching
interactions. Below I provide some sample questions I might ask for the initial, second through
fourth, and final interviews.
Initial Interview Protocol
General Information:
Interviewer (Researcher): Kia Sarnoff Interviewee (Participant): __________
Date: __________ Start Time: __________ End Time: __________
Introduction:
I would like to thank you for participating in this study. I am looking forward to following you
this semester during your first experience as a collaborating teacher. Through these interviews, I
hope to learn about the ways in which you conceptualize your collaborating teacher role and
your perceptions about the potential impact of you being an alumna/alumnus of the same
educator preparation program as your preservice teacher has on the field experience.
We will follow a semi-structured protocol for the interviews. This means that although I have
some questions pre-generated, I may ask you further follow-up questions based on your
responses. You are also welcome to ask me questions or make additional comments at any time
during the interviews. There is no set length for these interviews, but I promise we will not go
over your scheduled planning time.
I want to assure that anything you say in these interviews will be kept completely confidential. I
will not share any information that could be used to identify you in my findings or anything else
I write. After I have analyzed the data, I will share my interpretations with you and seek your
input. I will not include anything in my write up that you are not comfortable with me including.
I would like to record our interviews so that I have an accurate account of our conversations. Is
this okay?
For this first interview, I am going to ask you about your background and previous teaching
experiences. I would also like to learn about your initial understanding of what it means to be a
collaborating teacher and where you believe this understanding stems from. Do you have any
questions before we begin?
Possible Questions:
1. Why did you decide to become a teacher?
2. Tell me about your field experiences as a preservice teacher.
3. What do you remember specifically about your first field experience (Practicum 1)?
4. What did you think of your collaborating teachers?
5. What do you remember specifically about your first collaborating teacher?
6. How do the schools where you did your field experiences compare to the school where
you were first hired? To your current school?
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7. Do you believe that your field experiences helped prepare you for success in the
classroom? Were some experiences more beneficial than others? Why?
8. What challenges did you face as a first-year teacher?
9. Give me an overview of your teaching experience.
10. What factors do you believe have contributed to the success you have experienced?
11. Tell me about your teaching philosophy.
12. Why did you decide to become a collaborating teacher?
13. What do you believe is the role of a collaborating teacher?
14. How do you think you formed the ideas you currently hold about what it means to be a
collaborating teacher?
15. How do you envision the ideal first field experience (Practicum 1)?
16. What responsibilities do you believe preservice teachers should have during their first
field experience?
17. How did you introduce your preservice teacher mentee to students?
18. What co-planning and co-teaching models do you use with your preservice teacher
mentee? Why?
19. How do you provide feedback to your preservice teacher mentee? What is the nature of
your coaching conversations?
20. How do your beliefs about your role as a teacher to your middle school students compare
with your beliefs about your role as a collaborating teacher to your preservice teacher
mentee?
21. What do you hope your preservice teacher mentee will gain from this experience?
22. What do you hope to gain from this experience?
23. What do you hope your middle school students will gain from this experience?
24. What do you believe are the challenges of enacting the collaborating teacher role?
25. What types of training and support would you like to receive from the university?
Closing:
Is there anything we have not discussed that would help me to better understand what you
believe it means to be a collaborating teacher?
I have learned a lot from our conversation today. Thank you again for taking the time to
participate in this interview and for your willingness to share. Do you have any questions for me
before we end the interview?
Second, Third, and Fourth Interview Protocol
General Information:
Interviewer (Researcher): Kia Sarnoff Interviewee (Participant): __________
Date: __________ Start Time: __________ End Time: __________
Introduction:
Thank you for allowing me to observe your (co-teaching/coaching) interactions with your
preservice teacher mentee and for taking the time to do this interview with me. For this
interview, I would like to continue learning about the ways in which you conceptualize your
collaborating teacher role and how your conceptualization may have changed since our last
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conversation. I would also like to discuss the (co-teaching/coaching) interactions I observed to
help me better understand the ways in which you enact your role.
As a reminder, we will follow a semi-structured protocol for this interview. Feel free to stop me
anytime to ask questions or make comments. Remember, there is no set time for this interview,
but we will not go over your scheduled planning time. I also want to remind you that anything
you say will be kept confidential. Are you okay with me recording again? Do you have any
questions before we begin?
Possible Questions:
1. Whe I b e ed ____________, I
de ed
2. Can you tell me more about ____________?
3. Why was your rationale for ____________?
4. Would you consider the (co-teaching/coaching) interactions I observed today to be
typical of the interactions you have with your preservice teacher mentee? Why or why
not?
5. Describe a successful co-teaching interaction with your preservice teacher mentee and
explain why you believe it was a success.
6. Describe a successful coaching interaction with your preservice teacher mentee and
explain why you believe it was a success.
7. Have you had any co-teaching/coaching interactions you believe were not successful? If
so, can you describe those and explain why?
8. Describe a time when you gave oral feedback to your preservice teacher mentee. What
was the nature of this feedback and how did your preservice teacher mentee respond?
9. What do you believe your role is as a collaborating teacher?
10. Have your beliefs about your role changed at all since the beginning of the field
experience? If so, what do you believe is the reason for this change?
11. Do you believe your conceptualization of your collaborating teacher role aligns with your
enactment of the role? Why or why not?
12. What are the challenges of enacting your role?
13. Is there any support you are currently receiving from the university that you feel helps
you to enact your role?
14. Is there any support you wish you were receiving from the university to better help you
enact your role?
15. How do your interactions with your preservice teacher mentee compare to the
interactions you had with your collaborating teachers when you were a preservice
teacher?
16. Do you believe the fact that you are a graduate of the same educator preparation program
as your preservice teacher mentee impacts the ways in which you conceptualize and enact
your role? Why or why not?
17. Do you believe the fact that you are a graduate of the same educator preparation program
as your preservice teacher mentee impacts the quality of the field experience? If so, in
what ways?
18. What do you believe your preservice teacher mentee has gained from this experience so
far?
19. What do you believe you have gained from this experience so far?
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20. If given the opportunity, would you serve as a collaborating teacher for another
preservice teacher from the same preparation program again in the future? Why or why
not? What about from a different preparation program?
Closing:
Is there anything we have not discussed that would help me to better understand what you
believe it means to be a collaborating teacher or the ways in which you perform your
collaborating teacher role?
I have learned a lot from our conversation today. Thank you again for taking the time to
participate in this interview and for your willingness to share. Do you have any questions for me
before we end the interview?
Final Interview Protocol
General Information:
Interviewer (Researcher): Kia Sarnoff Interviewee (Participant): __________
Date: __________ Start Time: __________ End Time: __________
Introduction:
I cannot believe this is our last interview together! I have thoroughly enjoyed getting to know
you this semester and following your journey as a first-year collaborating teacher. Thank you so
much for allowing me to observe your (co-teaching/coaching) interactions with your preservice
teacher mentee again and for taking the time to do this final interview with me. Today, I will
remind you of our previous discussions about your understanding of your collaborating teacher
role, ask you to articulate your understanding again, and to reflect on how your understanding
has changed over time and why. We will also discuss the ways in which you enact your role
including the interactions from the most recent observation and how your enactment may have
shifted over the course of this field experience. Finally, I will ask you to reflect on the ways in
which you being a graduate of the same program as your preservice teacher mentee may have
affected the field experience.
As a reminder, we will follow a semi-structured protocol for this interview. Feel free to stop me
anytime to ask questions or make comments. Remember, there is no set time for this interview,
but we will not go over your scheduled planning time. I also want to remind you that anything
you say will be kept confidential. Are you okay with me recording again? Do you have any
questions before we begin?
Possible Questions:
1. Whe I b e ed ____________, I
de ed
2. Can you tell me more about ____________?
3. Why was your rationale for ____________?
4. Previously, you described your collaborating teacher role as ____________. Do you still
agree with this description? Is there anything you would add or change?
5. What advice would you give to other teachers who are preparing to serve as collaborating
teachers for the first time?
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6. Do you believe this field experience has been successful? Explain.
7. Do you think your preservice teacher mentee is prepared for the next field experience
(Practicum 2)?
8. Is there anything you would do differently if you serve as a collaborating teacher again in
the future?
9. Do you believe educator preparation programs should use program alumni as
collaborating teachers? Why or why not?
10. Do you believe this experience was beneficial for your own professional growth? What
about for you middle school students?
11. What was the best part of your experience as a collaborating teacher this semester?
12. What was the biggest challenge you faced as a collaborating teacher this semester?
13. Describe the ideal collaborating teacher.
14. Do you believe you received adequate preparation and support to successfully enact your
collaborating teacher role?
15. What do you believe is the most important role of a collaborating teacher in preservice
teacher preparation?
Closing:
Is there anything we have not discussed that would help me to better understand what you
believe it means to be a collaborating teacher or the ways in which you perform your
collaborating teacher role?
I have learned so much from you this semester. I cannot thank you enough for allowing me to
follow you during your experience as a first-year CT. When I have finished analyzing all of the
data, I will share my interpretations with you and make any necessary adjustments. Do you have
any questions for me before we end the interview?
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Appendix E: Document Protocol
General Information:
Researcher: Kia Sarnoff

Participant: __________

Document Log:
Date:

Type of
Document:

Feedback Provided:
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Notes:

Appendix F: My Journey to Becoming a Teacher and Teacher Educator
One day an old man was walking along the beach when he noticed a young girl picking up
something and throwing it into the ocean. T
a
a a
, W a a
? S a
, P
a
bac
re they belong. The tide is going
out. I I
a,
. T
a
, D
far this beach stretches and how many starfish there are? Y ca
b
a a
c . The girl paused and stared down at her feet, wiggling her toes in the sand. After a
few moments, she reached for another starfish and threw it as far as she could back out into the
ocean. S
a
a ,
,a
a , B ,I a a
c
a
.
-Ada ed f

The S a Th

e

b L e Ei e e

The underlying message of the starfish story is what called me to teach a yearning to
make a difference, if not for most or even some, at least for one. Growing up in the southeastern
United States, I always felt like somewhat of a black sheep. I am a true third-generation hippie
and was raised to believe all people are worthy of love and acceptance. This was not the
predominantly held view in my community where prejudice and bigotry remain very much alive
today. As a child (and even now as an adult), I struggled to understand why those who were
ee a diffe e
e e ea ed fai , a if he e e
eh
e h a . In elementary
school, I was asked why I sat with the black girls instead of stic i g i h
i d a d eb
e e
gge ed i a beca e
ae
e e c f ed a d had gi e e a b ac e
a e. In middle school when I stood up to bullies who were harassing a newly out-of-thec e c a a e, I a a ed, Wh d
care so much about a f***ing f***** a
a ? . In
high school when I was holding hands with my boyfriend of color at the mall, a woman spat in
di ec i a d ca ed
, Y
a e e ic ,
di g i g *****
e . For most of my
life I felt like I did not fit in, like I did not belong. I could not wait to get out of the south and
move somewhere inhabited by more like- and open-minded individuals. When I started filling
out my college applications, I never once thought for a second I would end up going to the only
in-state school I applied to and staying essentially right in my backyard. Yet, that is exactly what
happened.
Things changed for me sometime around the middle of my junior year in high school. I
started to feel as if there was some greater purpose for me, like there was something I needed to
do, and that I needed to do it right in my own community, a place that most definitely needed
help. I was beginning to recognize I was one of the lucky ones who led a privileged life. I was
white and middle class and had two educated, supportive parents. I was going to finish high
school with a GPA well over 4.0, get accepted to my top choice colleges, and receive scholarship
offers. So why was it that many of my childhood friends dropped out and were slowly fading
into the shadows of their former selves? The budding potential and zest for life that had once
possessed them was being sucked right out. It appeared to me that the answer was actually quite
obvious. They were poor or not white or both. I contrasted their resources and opportunities
with my own and that of other friends who lived in predominantly white, affluent, suburban
neighborhoods. While many of my impoverished peers and peers of color did not make it to
their senior years, almost all of my middle class, Caucasian peers were going to graduate and go
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on to college. As my graduation date drew near, I developed a growing awareness of the many
injustices in our education system and a deep desire to work to correct them.
I was especially troubled by what became of Connor (pseudonym). Connor was a couple
of years younger than me and one of my best friends growing up. I used to think of him as the
little brother I always wanted but never had. We lived in the same part of town; our houses were
less than a mile apart. But, the differences in our home situations were pretty much night and
day. I came from a stable, middle class family and had two loving and supportive parents who
were always there for me. Connor came from a single parent household and frequently had to
worry about where he was going to get his next meal. His father was an unpredictable alcoholic
and drug abuser who was largely absent from his life. Hi fa he addic i
a a i ea
when Connor was in middle school. As a result of his tumultuous home life situation, Connor
experienced problems with truancy and his academic performance declined rapidly. No one was
ever home or conscious enough to help wake him up in the mornings for school. Connor
struggled to get himself up because was perpetually exhausted. Random strangers that his father
used with were in and out of the house at all hours of the night, making lots of noise. Connor
constantly overslept and missed the school bus. Lonely and desperate to get out of his toxic
environment, Connor spent the day roaming around the neighborhood and looking for other kids
to hang out with. He usually ended up finding the older high school-aged kids who were
ditching class and up to no good. Soon he fell completely in with the wrong crowd. His grades
slipped and he finally got so far behind with his schoolwork that it was impossible for him to
catch up. On the few days when he did actually make it to school, he acted out. Being a class
clown helped him to avoid the embarrassment of not knowing the answers.
One da
f he b e C
a
ced
e, I a d e i h ch
f g d. I
asked him if something in particular happened and he explained a teacher had said to him in
f
f he e i e c a , I d
h
e e b he h i g
a a . Eve hi g
ch be e he
e
he e. He stayed true to his word and the second he was legally
able to drop out, he did. Because of the high number of discipline infractions Connor had in
middle school, he was sent to an alternative high school for kids with behavior problems. I was
hopeful that it would help him to get back on the right track. Unfortunately, it had the opposite
effect. E e h gh I a i a ee age
e f, beca e I had a ca a d a be , C
father listed me as his emergency contact. The school called me several times to come pick
C
beca e he e had bee a i . His classmates would flip over desks, throw books at
teachers, get into fist fights, sneak in contraband, and more. The riots happened when it got so
bad that the staff could not control them. It was as if the prisoners had taken over the
prison. Connor was surrounded by every possible negative influence imaginable. It was not
long before he turned into the one thing he swore he would never ever become
his father. It
was heartbreaking for me to see someone I was so close to throw his life away.
Within a few years of quitting school, Connor was arrested for everything from simple
possession to grand theft auto and was hooked on heroin. He was toxic to be around and I was
forced to cut off all ties with him. Things really started going downhill for Connor in middle
school and I wondered whether, if he had just one truly caring teacher, things could have been
different. I began thinking about my other friends who dropped out and I noticed a
pattern. Middle school, it seemed, was the make or break point for all of them. Those who had
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experienced academic or behavioral difficulties in middle school were not successful in high
school. The e a
hi g I c d d
a e
b he , he a
fa g e. But maybe
he e a
e hi g I c d d f
e e e e, f
e ee e
brother/sister/son/daughter. Perhaps I could be that caring middle school teacher who could help
break d
he ba ie
acade ic cce
ee i
de
i e.
I finally knew what my purpose was and why I was still stuck in that time-warped
town. I felt an overwhelming force compelling me to pursue teaching. There was no question in
my mind. I simply had to do it and I had to do it at the point when I believed it mattered most.
Thus, I say I did not choose to be a middle school teacher; rather, teaching at middle school
hand-selected me.
From Student to Student Teacher
As I commenced my EPP, I held onto this notion that teaching middle school was the
path I was destined to take. F he , I be ie ed I a ea
i
gh ch
i h id
who really needed me. When I told people, even my own former teachers, I wanted to teach
idd e ch
he
d eac i h ge i e h c a d a
e hi g a g he i e f, Wh
ea h
d
a
d ha ? . When I added that I planned to work with at-risk youth in
Ti e I ch
,I
d ge , The e i defi i e
e hi g
g ih
. I was determined
and formed a thick skin for these kinds of negative comments. However, I was really hurt and
even angry when I began to feel like an outcast in my program. I had signed up for a middle
level EPP, but quickly ea ed he idd e e e de ig a i
a ee a a ea d
actually a specialization. For almost all of my education coursework, I was grouped with early
childhood and elementary school majors. I had a sinking feeling that I was not learning anything
in my coursework I could actually apply to my future classroom. I was receiving generic, cookie
cutter-style preparation and if there was one thing I knew about teaching middle schoolers, it was
that there is no such thing as one-size-fits-all.
Regardless, I maintained my optimistic outlook. I could not wait to begin my final
internship, or student teaching. I had been placed at a Title I school, the exact type of setting
where I wanted to work! Not only was I going to get to teach my first-choice subject,
mathematics, I was also going to get to teach my first-choice level, eighth grade. I was not
disappointed. My student teaching experience was hands down the most valuable part of my
EPP. I had a phenomenal CT who was willing to let me experiment with different instructional
strategies and a great group of students who I easily built solid relationships with. It was pretty
much smooth sailing for the whole semester. I got outstanding feedback from my both my CT
and US. I was feeling confident in my capabilities as a teacher and all the anxiety I had about
not being adequately prepared gradually disappeared. It was not long, though, before that
anxiety started to rear its ugly head again, my confidence took a nosedive, and I would come to
realize with utmost certainty that I was not at all prepared for what was to come.
From Student Teacher to Novice Teacher
One of my favorite education professors told me the best way to stay in teaching for life
is to view it as a ministry rather than a job. This made perfect sense to me. So when I learned
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he e a a
e i g a he
idd e ch
i he di ic , I e ha a he e I
teach, where I would find kids that needed me. I was nervous, not scared, going into the
interview. However, any reservations I might have had went away altogether when I met the
principal, Susie Smith (pseudonym). I could instantly tell how passionate she was about the
students. She had an open-door policy and put our interview on hold several times to talk with
students who entered her office. One of the eighth-grade math teachers had quit and I was
interviewing for her position. Ms. Smith asked me to prepare a lesson to teach to one of the
classes I would eventually take over. As she walked me down the hallway towards the
classroom, she greeted nearly every student by name. She stopped students to ask questions like,
H i
d i g? , H did ha cie ce e g ? ,
Ae
ead f ba e ba
ea ? . I could not believe it. The school was huge, and yet somehow the principal seemed to
know all of the students. I e e be hi i g, She i he i d f e
I a
for. She i he i d f ed ca I a
be. Ms. Smith sat in on my lesson and it went
well. Although, in hindsight, this was probably only because she was in the room. She offered
me the position the same day and I quickly accepted it. It was November 28th. My college
graduation was still 19 days away and I had already landed a teaching position!
Wha i d f c a
e
a e a eachi g j b ha a i Dece be ? I a a ed
some version of this question frequently by multiple people, including myself. A a Ti e I
ch ,
e he e ? And Brown Park Middle School (pseudonym), formerly known as Blue
Lake (pseudonym), was not just any Title I. The school had gotten so much bad press that the
district decided to change the name. Brown Park was located in the heart of Westville
(pseudonym), a city consistently rated as one of the most dangerous in the U.S. in terms of
crimes per capita. Teacher turnover rate at Brown Park was among the highest in the
district. The school was home to nearly a thousand students, making it the largest middle school
in the area. Still, somehow, it received the least amount of funding. Brown Park was known as a
last stop school. Students who were kicked out of every other school for discipline issues ended
up at Brown Park.
Ae
e
ha
e ge i g
e f i ? a ed Ma (pseudonym)
when I first told her the news. Mary was a seventh-grade math teacher at Green Forest
(pseudonym), another middle school in the same district as Brown Park. I did my student
teaching in an eighth-grade class at Green Forest and my room was right across the hall from
Ma . My internship had been pretty cushy. I rarely experienced any behavioral issues and for
the few problems I did have, my CT was right there to bail me out. I a h e diffe e
d
e he e, Ma aid. Maybe I should have paid more attention to her when she tried to warn
me. Mary had taught at Brown Park the year before. Yet, I was so stoked about starting my
first-ever teaching job and having my very own classroom that I dismissed her entirely. Besides
I had already said yes.
Regrettably, the inclusion teacher at Brown Park did not make nearly as good of a first
impression as the principal had. Within a few seconds of us meeting, Ms. Jones (pseudonym)
a a ead e i g e, D
ch ab
eachi g f
h e iod. The e
. It
ea d e
a e ha
d ,
e e ca ch he
a d he a e
g i g
ea
anything. Plus, their behavior is awful. S , i
i e
ca ac a
each i he e
anyway. Just do the best you can and try to ee he c ai ed. I was flabbergasted and
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h gh
e f, W , he a f . I ca be ie e I g i g ha e
i h hi
lady. How is she still a teacher? If I e e ge ha c ica , I ea e he fe i . Ironically,
the class she was describing ended up being my favorite (and most well-behaved). But, Ms.
Jones did get a few things right. Teaching fourth period was certainly no walk in the park. The
class consisted of eighteen students all of whom were performing below the 17th percentile in
both reading and math. This meant my eighth-grade students were on about a second-grade math
level. Even though it was called an inclusion class, it was really more like an exclusion class
because every single student had an Individualized Education Plan (IEP).
One such student was Timmy White (pseudonym). Timmy was a big boy. He was
nearly six feet tall and probably close to three hundred pounds. His personality was even greater
than his stature. He came into class everyday dancing, singing, and snapping his
fingers. Timmy had the kind of powerful voice and charismatic personality you might associate
with a preacher. His IEP was the only one I have ever seen that listed wearing headphones to
listen to music during class as an accommodation. Every Friday, all of the eighth-grade teachers
d ee d i g
ch di c each de
beha i . There was an incentive system in
place with different levels, each associated with various privileges. Students had the chance to
move up or down levels every week. Ti
a e g b gh
fe e
a h e F ida
meetings and it was never good. He a ca ed
de , di e ec f , a d e e d be ha a
bag f c . I did not agree with any of those statements. But I knew sometimes students
behaved/performed differently for different teachers. Only students who were doing well in all
of their classes could go up a level. Timmy consistently stayed at the bottom.
I began to look forward to seeing Timmy every afternoon in fourth period. His
enthusiasm was contagious. When he entered the room, the whole tone somehow shifted from
mundane to lively. This is not to say teaching him was easy by any means. One day, as I was
teaching a whole-class review lesson on multiplication, I noticed Timmy in the back of the
classroom taking something out of his wallet. I had to blink a few times to make sure my eyes
were not deceiving me. Nope. Timmy had a string of condoms that must have been a mile
long. He was letting them drop down one by one in the same way a Slinky moves down the
stairs. My eyes were not the only ones fixated on Timmy; he had gotten the attention of the
entire class. I he ca e
ice
ib e, I aid, M . Whi e ca
ea e
h e
a a ? . Timmy stood u a d e c ai ed, WHAT?! Y d
WANT e
ac ice SAFE
SEX?!!! Wha
g i h YOU?!!! . He a i c chi g he e d e i e f c d
i hi
hand. I felt the blood rush to my cheeks. A mix of emotions swirled through me. I wanted to
laugh, scream, and cry all at the same time. I had to literally bite my tongue just to maintain my
composure. Af e a i g a
e
c ec
h gh , I fi a
e
ded, We , M .
White, were you planning on having sex in my class? If not, I would appreciate it if you could
h e a a . Timmy looked at me puzzled for a second. Suddenly, a huge grin washed over
his face and he busted out laughing. Alas, one by one he folded up each condom in the chain and
placed the set back into his wallet.
Towa d he e d f he ch
ea , he e a a S i g F i g da ce. A group of boys,
including Timmy, were caught sneaking off into the bathroom to smoke marijuana. Because
Timmy had an IEP and a long discipline record, we had to hold a Manifestation Determination
Review (MDR) meeting. The
e f he MDR ee i g a
de e i e if Ti
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behavior (getting high in the bathroom) was a manifestation of his disability. Basically, though,
we wanted to know if he could be held responsible for his actions and put up for expulsion or if
his actions were the result of his disability. This was a serious, business-like meeting. Attendees
were the eighth-grade assistant principal (Mr. Johnson) (pseudonym), a representative from the
Office of Student Placement (OSP), Ti
fa he , Ti
, he ead ecia ed ca i eache ,
Ms. Miller (pseudonym), a d
f Ti
he eache . I had never seen Timmy look so
sullen. He stared down at the floor. I was surprised to see his father because I could not ever
reach him on the phone. Mr. Johnson and Ms. Miller explained the reason for calling the
meeting and the possible outcomes. The a f
OSP e ie ed Ti
di ci i e
record. Ti
fa he
e
i defe e f hi
. Mr. Johnson noted many of Ti
offenses happened in the classroom. Mr. Johnson also recognized that Timmy did not have many
issues in math, my class. He asked Timmy to explain why this was the case. Ti
aid, I
dunno. I diffe e
i h M . Sa ff. She
da g. Like she treats me good. We d
ha e
b e . I could not help but to smile just a little. Each teacher was then given the
opportunity to describe some of the behaviors they had seen. I was astounded by what I
heard. The English teacher stated that Timmy frequently used profanity (often towards her),
refused to complete his assignments, and yelled at her whenever he was redirected. The other
teachers had similar experiences.
Ultimately, it was decided that Timmy was using the pot in an attempt to self-medicate
his hyperactivity. O
I ea
e de e i ed hi beha i
a a e
f hi
disability. After he returned to school, I had a chance to talk with Timmy one-on-one. I told him
I was astonished to hear about how disrespectful he had been. I asked him why he was capable
of showing respect to me but did not show it to his other teachers. Timmy then told me
e hi g I i a a e e be , M . Sa ff
e he
e h d e
hi I
id. None of his teachers had ever directly told Timmy they thought he was dumb. But still
he knew it. He just knew. He could feel it. I thought back to all those terrible comments I had
hea d he
a e i h e F ida ee i g . Ti
added, The d
hi I e e a e i
high school, m ch e g ad a e. I d hi , P e he
g.
This encounter with Timmy made me see that I had gained the trust of at least one of my
students. That was about all I could hope for. It took until around April before any of the kids
started coming around to me and by then the school year was practically over. They had adored
the teacher whose position I had taken and then *poof* she was gone. It was a tough pill for
them to swallow and many took it out on me. Turns out their beloved former teacher had also
been super lax and allowed them to do all kinds of things that were against school policy like use
their phones in class, chew gum, and work outside. When I told them they could no longer do
any of these things, naturally they got upset. I tried to rule with an iron fist and use an
authoritarian style of classroom management like I had seen my CT do, but this did not go over
well. I could not emulate my CT; I j c d
a e he
gh g
ac . I wear my heart
on my sleeve and the kids saw right through my fake hard ass persona. They sure gave me a real
run for my money. I had two boys in my third period named Victor and Vincent
(pseudonyms). For months they had tricked me into thinking that Victor was Vincent and
Vincent was Victor and the entire class played along. I finally found out when I heard another
teacher address who I thought was Victor as Vincent in the hallway. It was an absolute
nightmare trying to sort out their grades and I had even called home on multiple occasions about
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the wrong child! But this was not the worst thing that happened. Every day it seemed another
curveball was thrown my way, another situation I was completely and utterly unprepared to
handle.
It did not take long for me to realize that I was indeed crazy to take a teaching job in the
middle of the year at a rough, urban, high-poverty middle school. It was probably the single
hardest thing I have ever done in my life. Still, I am glad I did it. I had the opportunity to watch
many of my students from that year (including some from fourth period) walk across the stage at
their high school graduation. (Sadly, Timmy was not among them. I am not sure what became
of him.) I was so proud; I bawled my eyes out. Even though they were only my students for a
few short months, they were still my students and I will never forget them. They taught me so
much more than I taught them. The lessons I learned in that first year set me on a trajectory that
would completely alter my path. I had planned to stay in the classroom for a long, long time and
try administration or guidance if I ever needed a change of pace. But my whirlwind introduction
to the world of teaching middle school helped to plant a new seed.
I was not the only one who struggled during my first year. It really came to light just
how ineffective my preparation had been that summer when I ran into a fellow graduate of the
same program, Amy (pseudonym). Amy also wanted to be a middle school math teacher and we
were in the same cohort. We took all of our courses together and did our student teaching at the
same school. I always thought Amy was the most committed to the profession in our cohort. It
seemed like she had come out of the womb wanting to be a teacher. She was a teaching fellow
and belonged to an education sorority. Amy had also taken a job in December at a different
urban Title I school in the same district. When I saw Amy, I asked her how her year had been,
and she began to describe all of the same problems that I had run into. She said that could not
a e a he ea f he a d had decided ha eachi g a
f he . Amy vowed she
would never return to the classroom and instead went back for her a e i acc
i g. I
could not believe it. If A
c d
a e i , h c d I?
From Novice Teacher to Successful Teacher
Despite all the trials and tribulations of my first year, I did receive an awful lot of
valuable on-the-job training and foolishly thought I was ready to handle another year. I was
devastated when Ms. Smith announced to the faculty that she would be transferring to another
district. Although she normally appeared calm, cool, and collected in all situations, she could
not hold back her tears when she told us about her transfer. She explained she did not want to
leave but would rather go on her terms before she was pushed out. I did not really understand
what that meant at the time, but many of my colleagues were not surprised. I guess it was wellknown in the district that when the test scores at failing schools are not showing enough
improvement o he a a e
ca d, he i ci a j b e ec a c i h . The ironic thing
was in that year Ms. Smith had been able to take Brown Park from an F rating to an A. Sadly,
B
Pa
e
ca d a i g a
e ea ed
i af e M . S i h had a ready given her
notice and begun the transfer process. The fruits of her labor were revealed all too late. As soon
as she left the rating dropped right back down to an F. Her approach was to teach children, not
standards and clearly it worked. I remember one time I went into her office so upset and out of
ideas to help my fourth period class. I aid, I d
ha
d ! How am I supposed to
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teach them to solve multi- e e a i
he he e i
gg i g i h 2+2? The e j
far behind. H
i I e e ca ch he
? M.S ih
ed aigh a e a d aid, M .
Sarnoff, you know your kids. You know what they need. Who cares about the
standards?! Forget about the standards! You focus on teaching your kids what they need to
lea . The immense amount of respect I already had for that woman grew tenfold that day.
Because I had not gone through the induction process yet, I did not have my full
professional certificate or a guaranteed contract at the school or with the district. That next year
there was a position open at Brown Park and also at Green Forest, where I had done my student
teaching. I knew what to expect at Green Forest, but with a new principal being appointed I did
not know what to expect any more at Brown Park. I ended up being offered a job at both
schools. Prior to my short time at Brown Park, I would have been absolutely elated to take a
position at Green Forest. However, I could not get something Mr. Johnson had said to me out of
i d: If
ca
i e he e [a B
Pa ],
ca
i ea
he e. Deep down I
knew my heart was with the kids at Brown Park and I believed that staying there would make me
a better teacher in the long run. So, that is exactly what I decided to do.
My second year was perhaps even more challenging than the first. The school board
dde decided
e ace he b ac fe a e h had igi a bee a i ed a i e i
i ci a i h a hi e a e a
e a e
i ci a . Not surprisingly, there was a lot of
backlash from the community. The NAACP got involved and, in an attempt to appease
everyone, the district elected to keep both principals at Brown Park. The black female was
supposed to oversee curriculum and instruction and the white male was put in charge of student
discipline. Ye , he e ded
e i g
each he
e fe e
. Te i
ee
incredibly high. We were truly a school divided and no one knew exactly who was in
charge. Even worse, we had an almost entirely new staff, consisting of many Teach for America
or alternatively certified teachers who had little to no prior teaching experience. Although it was
only my second year, I was already considered a veteran. I was still struggling to keep my head
above water and yet I had many colleagues coming to me for advice. Further, I switched grade
levels to sixth grade. I was not properly prepared for this because all of my previous experience
had been in eighth grade and the two levels are worlds apart. I had to learn a whole new
curriculum and new ways to approach my younger students. Things got progressively worse
throughout the year as the administrators were too busy feuding with each other to support the
staff or the students. The last day of school was the icing on the cake. The promotion ceremony
had already been held and the white male principal had told the eighth graders in attendance that
there was no need for them to show up on the final half day. But, of course, many did. The
principal was infuriated by this. First thing in the morning, before all of the buses had even
arrived, he got on the intercom and made an announcement. Eigh h g ade . You are not
supposed to be here. GO HOME! Still to this day I have no idea what could have possibly
prompted him to say something so incredibly stupid. Madness ensued. Students fled their
classrooms and teachers sprinted down the hallways after them. Our school was right by a major
highway, in a drug- and gang-ridden area. It was definitely not safe for 13 to 14-year old kids,
who did not have transportation, to be walking home.
After that day, I was not sure if I could make it through another year at Brown Park with
a principal who acted on impulse. While the district did not wise up enough to fire him
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completely, they did eventua
a fe hi
a he ch
a da
he b a d
igi a
choice to act as sole principal. Somehow, I made it through a third year and then a
fourth. Actually, I did more than just make it through. I was successful. During my time at
Brown Park, I grew immensely as a professional and gradually began to assume more leadership
roles. I was a Positive Behavior Interventions and Supports (PBIS) committee member and
helped to deliver some of the professional development to the rest of the staff. I was the leader
of the mathematics Teacher Curriculum Team (TCT) and in this role I also trained my colleagues
in various new district initiatives. I acted as the team leader for my grade level. I served as a
robotics coach. However, I would say most of my success could be measured in starfish. I
believe I was able to make a positive difference in the lives of many of my students. I genuinely
cared about my students and wanted to be there for them. So, it was with a heavy heart that I
made the decision to leave. I had stuck it out for four years, but my mental and emotional health
was beginning to suffer. There were constant changes in administration and staff. We received
little to no support and every year it was like starting all over again. I wanted to transition to a
school with more stability.
It just so happened that Green Forest had an opening. For my fifth year, I ended up right
back where I had started, at my internship school. Green Forest was not exactly the promised
land; it certainly had its own problems. The school was a partial magnet and essentially
segregated. All of the affluent Caucasian students attended the magnet program upstairs and my
students, the poor children of color, went to the traditional program downstairs. I even once
overheard a white magnet teacher tell one of my traditional students that he was not allowed to
drink from the magnet water fountain. I was so flabbergasted; I felt as though I had been
transported back to the Jim Crow era. That was perhaps the only time I ever used an expletive in
front of a student, telling him, Y d i f
a
ae f
ai
da
e
ea e. Despite these glaring social justice issues, the overall environment of Green Forest was
much better. The school had significantly less teacher turnover and more stability. The
administration was supportive. I was really able to flourish at Green Forest. I finally felt like I
knew what I was doing and that maybe I was actually a good teacher. This notion was
reaffirmed in my last year at Green Forest when I learned that my students had shown the
greatest gains in mathematics of all in the building.
From Successful Teacher to Teacher Educator
Apparently, I made it out of Brown Park just in time. The year I left things got really
bad. There was another new principal and almost an entirely new faculty. 14 teachers (roughly
one-fourth of the staff) did not make it to Christmas. Some of my former colleagues told me
many did not even tell anyone they were quitting. They simply stopped showing up. It was
around this time that I started to consider a career in teacher education. I had been informally
acting as a mentor for new teachers at my schools and leading professional development sessions
and I enjoyed doing so. I had started my a e i a he a ic ed ca i program and
instantly had some concerns about its quality. I already had my certification going in and since
all the coursework was online, I was able to finish my degree without ever stepping into a
classroom. The flexible schedule was great for me while I was working full time. But I could
not believe that someone without any prior teaching experience could do the same program plus
a brief internship and become certified. I began to reflect on the need for reform of EPPs. My
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decision to make the switch from teacher to teacher educator was solidified when I learned of the
mass exodus at Brown Park. I wanted to be a part of ensuring all students have access to the
high-quality teachers they deserve and ensuring all teachers enter the classroom with the skills
he eed
cceed i a
ch , e e
ba Ti e I .
I
a ea i he idd e ch
ca
,I a
d I a g i g be a CT
and assigned an early field PST from the same EPP I had attended. My PST was only out in the
field with me for a short amount of time, two days a week for a single class period over the
course of the semester. I did not feel at all prepared for the responsibility of being a CT. I
received no training from the EPP whatsoever and was given virtually no information outlining
what was expected of me. Still, it ended up being a positive experience. My PST was a lovely,
passionate budding teacher and both the kids and I enjoyed having her with us. The experience
of working with a PST reaffirmed for me that I needed to pursue a career as a teacher
educator. While I still believed in the value of saving one starfish at a time, I saw an opportunity
to affect change in education on a larger scale. As a teacher educator, if I could help just one PST
who knows how many individual students that PST might eventually help throughout
his/her/their teaching career? In this way, the number of students I could impact indirectly
would increase geometrically.
Things came together for me when I was accepted into a teacher education doctoral
program. I got an assistantship working with my dream EPP. It was a specialized middle level
mathematics program and included extensive and ongoing field experiences. In my work as a
US, I quickly recognized just how critically important the CT is in PST development. It seemed
e ha he a i
f he PST e e ie ce i he fie d e e di ec
e a ed
he a i
f
their CTs. I started to become interested not only in how to best prepare PSTs, but also the CTs
who were assigned to mentor them. If I could work towards better preparation for CTs, the
number of students I could indirectly benefit would increase exponentially. In order to be able to
better prepare CTs, I need to know how those currently acting as CTs conceptualized and
enacted their roles. The desire to better understand CTs and improve their preparation motivated
me to pursue this research.
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